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In the field of human resource development, the literature and research suggest that in 
order for students to become proficient practitioners in a global business world, there is a 
need for the inclusion of diversity education. The purpose of this study is to understand 
student’s perceptions of their competency development after a semester-long engagement 
with an Indigenous organization. The current study examines HRD undergraduate 
student’s competency development, using the Association for Talent Development 
(ATD) standards and focuses on the global mindset foundational competency. The 
participants completed a retrospective pre-post self-assessment to measure their 
competency development prior to and after the course experience. This study provides 
insight regarding which competency areas were increased and how project-based learning 
can promote foundational competencies in undergraduate students in preparation for 
future HRD careers.  
Keywords: global/diversity mindset, ATD, project-based learning, experiential 






Chapter 1: Introduction 
As a field, human resource development (HRD) focuses on core matters for 
change at the individual, organization, and community levels (Cho & Zachmeier, 2015) 
and is taught in higher education due to its application across many sectors. Human 
resource development has been and will continue to be a relevant subject because of the 
emphasis that it places on facilitating organizational change and development through 
learning. Given changing demographics in the workplace, there is a need for the inclusion 
of global and diversity mindset development. Diversity education can start early in 
human resource development courses to prepare individuals for future employment. 
There is a visible connection between HRD and diversity as demonstrated by 
organization’s attention to training, advocating for equity, and career development for 
underrepresented groups in the field (Hite & McDonald, 2010).  
As briefly mentioned above, demographics in the United States are changing. In 
1990, White or European Americans comprised 70% of the U.S. population; however, it 
has been projected that by the year 2050, 50% of the population will be comprised of 
ethnically diverse groups (U.S. Department of Commerce, Bureau of the Census, 1990; 
Wells, 2000). Currently, one third of the nations’ population is comprised of ethnically 
and racially diverse groups. Recognizing, appreciating, and responding appropriately to 
these cultural differences in the workplace will allow for a more productive work 
environment. Kormanik and Rajan (2010) suggest that the direct result of harnessing and 
leveraging cultural differences is an increase in how much employees feel valued and 




workplace diversity, students must understand what it means to acknowledge differences 
in the workplace as well as how to accommodate individual needs (Kormanik & Rajan, 
2010). As the benefits of diversity become more widely accepted, the need for diversity 
training has grown in the human resource development field. According to Kormanik and 
Rajan (2010), 76% percent of United States organizations provide diversity training. 
Further, it was found that the quality of interactions with coworkers, clients, and 
stakeholders from cultures other than their own has been shown to determine the success 
or failure of projects and other business initiatives (Ardichvili, Kuchinke, & Lokkesmoe, 
2016). Therefore, a person’s cultural knowledge and awareness of other groups is pivotal 
to their professional understanding of “human behavior in and outside of work and the 
interpersonal skills necessary to effectively work with and manage demographically 
diverse individuals, groups and organizations” (Avery & Thomas, 2004, p. 382-383). The 
clear connection between cultural knowledge and the work environment suggest that 
HRD students and professionals would benefit from knowledge and familiarity with other 
cultures. Chrobot-Mason (2004) concluded that three stages of competency development 
are needed to effectively manage diversity. These three stages include awareness, 
behavioral skills, and continuous development. Consulting with an indigenous 
organization may potentially help students develop key competencies and greater develop 
awareness and behavioral skills.  
In order for organizations to gain culturally aware employees and shift their 
culture to one that values diverse contributions, diversity education needs to begin in 
higher education. Kuchinke (2002) found that only 44% percent of programs touched on 




what is needed in the field. The Standards for HRD Graduate Program Excellence 
emphasize that graduate programs in HRD are encouraged to include curriculum focused 
on current trends, such as diversity (Academy of Human Resource Development, 2008). 
Cohn and Mullennix (2007) and Johnson (2008) discuss the importance of adding 
diversity to the curriculum as a way to prepare students for work in a diverse society as 
well as knowledge that goes beyond basic skill development. However, creating an 
interdisciplinary connection between HRD curriculum and diversity has prompted undue 
tensions. The same resistance to diversity in organizations can be seen in academia (Hite 
& McDonald, 2010).  
Purpose of the Study 
 The purpose of this study is to understand how student’s engagement with an 
Indigenous non-profit organization in a project-based experience may have the potential 
to increase their human resource competency development as defined by the Association 
for Talent Development (ATD). The skills that students can develop from the ATD 
Competency Model, can benefit them later in the HRD field (Sawyer, 2017).  Students in 
undergraduate HRD courses may not be adequately prepared with the skills and 
knowledge for a diverse, globally connected work world. Human resource development 
as a field is known for lacking in diversity and inclusion. Cohn and Mullennix (2007) 
stated that, 
Diversity is inescapable in our world and is an intrinsic part of the human 
experience. . . If one of the goals of university teachers is to teach students how to 
function in a global environment, then students must develop a sophisticated 




It is essential for students to become more holistic in their education as diversity becomes 
more prevalent in their future careers. Organizations are now realizing the potential 
benefits of an inclusive, diverse work environment; therefore, are now seeking employees 
who can enhance and serve as an asset to this type of environment (Hite & McDonald, 
2010). In order for students to be prepared, higher education institutions must incorporate 
diversity into the curriculum and foster cultural competency. The purpose of this study is 
to add to the current literature on project-based learning as a strategy to prepare culturally 
competent HRD professionals and begin the dialogue on how to teach and solidify 
diversity curriculum in HRD.  
Statement of the Problem 
 Currently, there are few studies that address course embedded interventions in 
human resource development and measure HRD competencies with students. Previous 
studies demonstrate the positive outcomes associated with learning about and interacting 
with individuals from different cultures (Hite & McDonald, 2010; Avery & Thomas, 
2004; Ardichvili, Kuchinke, & Lokkesmoe, 2016). However, the issue is how to develop 
and implement effective interventions to foster such competency growth in undergraduate 
students. This study will evaluate the effectiveness of one immersive course embedded 
strategy to increase ATD and HRD competencies broadly and global/diversity mindsets 
specifically.  
Nature of the Research and Specific Questions 
 The current study was designed utilizing a survey method paired with reflective 




was used because this worldview is “free of mental and practical constraints imposed by 
strict paradigms and fluidity in choice of research technique” (Feilzer, 2009, p. 3).  
 The research questions for this study include:  
Quantitative Research Questions 
RQ1: In which ATD competency areas do students self-report increased competence after 
consulting with an Indigenous organization in a project-based learning experience? 
RQ2: In which HR competency areas do students self-report increase after the project-
based learning experience? 
RQ3: Is there a statistically significant difference between males and female students in 
regards to their global mindset competency development?  
RQ4: Is there an increase in the global diversity competency after the project-based 
learning experience? 
RQ5: What percentage of students find project-based learning as beneficial to their 
undergraduate education? 
RQ6: In what areas do students report skill development or significant learning outcomes 
as a result of the project-based learning experience? 
Qualitative Research Questions 
RQ7. Do HRD undergraduate students perceive having developed HRD competencies 
after consulting with an Indigenous organization in a project-based learning experience?  
RQ8. What are the opportunities and challenges of project-based learning from the 
student perspective?  
RQ9: What key skills were developed or significant learning outcomes as a result of the 




RQ10: Do the quantitative data and qualitative data on competency development 
converge? 
Assumptions, Limitations, Scope and Delimitations 
 This study includes the assumption that students in the class had a sincere interest 
in their work and participated in the survey based on this and not to please the professor. 
It was also assumed that that the participants answered honestly and thoughtfully though 
social desirability may still be a limiting factor.  
 Limitations included small response rate and extraneous factors that could bias 
the responses of the participants. The number of participants may not have been adequate 
to draw conclusions and generalize to other settings. Due to the short time frame of the 
survey, results could have been affected. Participants could have experienced high 
volume of assignments or exams during the time period of the survey. Another key 
limitation is that students are not practitioners in the HR field yet and may over-inflate 
their preparedness. 
Significance 
While there is a multitude of literature on diversity and project-based learning 
there is a lack of research on human resource development, undergraduate students, 
project-based learning and developing global mindset competencies. Ardichvili, 
Kuchinke, and Lokkesmoe (2016) state, “the burgeoning research literature on cross-
cultural development reflects the importance of the topic, but also the struggle to find 
effective pedagogical and andragogical approaches to fostering such development in 
university students and members of the workforce in general” (p. 155). The lack of 




articles. Due to the lack of research in these areas, the current study provides an 
opportunity to better understand competency development and the impact of project-
based learning. At the organizational level if employees receive diversity education at all, 
it is typically at only at surface level, thus leading to cross-cultural encounters in 
organizational settings that are “fraught with difficulties in adjusting and establishing 
effective communication patterns” (Hite & McDonald, 2010; Ardichvili, Kuchinke, & 
Lokkesmoe, 2016, p.156).  With both work teams and individual employees working 
semi-autonomously on assignments, a cross-cultural understanding beyond a shallow 
introduction is necessary (Hite & McDonald, 2010). Greater insight into successful and 
efficient ways of developing cultural competence is thus a vital task for HRD researchers 
and practitioners (Ardichvili, Kuchinke, & Lokkesmoe, 2016).  
Philosophically, human resource development relates to diversity in its 
commitment to the development of people, “including responding to societal needs, 
developing proactive interventions, and helping people maximize their professional 
potential” (Hite & McDonald, 2010, p. 284; Ruona, 2000). Therefore, it is vital to teach 
HRD students about diversity in higher education and provide real world opportunities to 
work with diverse groups. The inclusion of diversity in the curriculum will potentially 
better prepare students for the workplace and improve their interpersonal skills. Literature 









To provide a foundation for the study, the primary terms used are defined in the 
table below.  
Table 1 
Key Terms and Definitions 
Key Term Definition 
Association for Talent Development 
(ATD) Competency Model: 
“The model offers a comprehensive set of 
knowledge, skills, and abilities, and other 
attributes necessary for success in HRD 
an is rooted in six foundational 
competencies: Business, Skills, Global 
Mindset, Industry Knowledge, 
Interpersonal Skills, Personal Skills and 
Technology Literacy” (Association for 
Talent Development, 2016). 
Competency: “A cluster of related knowledge, skills 
and abilities (KSA), and behavior patterns 
that affect a major part of one’s job, that 
correlate with performance on the job, 
that can be measured against well-
accepted standards, that can be improved 
via training and development, and that 
incumbent needs to bring to a position in 
order to perform its tasks and functions 
with competence” ( Lee, 2009, p.109). 
Diversity: “Differences among people that are likely 
to affect their acceptance, work 
performance, satisfaction, or progress in 
an organization (Hite & McDonald, 2010, 
p. 284). 
 
Diversity Education: “Formal efforts to enable development of 
awareness, knowledge, and skills to 
effectively work with, work for, and 
manage diverse others in various 
contexts” (Bell, Connerly, Cocchiara, 
2009, p.598) 
Global/Diversity Mindset: “Ability to accommodate cultural 
differences, convey respect for different 
perspectives, expand own awareness, 




champion diversity and leverage diverse 
contributions” (Association for Talent 
Development, 2016). 
Human Resource Development: “The integrated use of training and 
development, organization development, 
and career development to improve 
individual, group, and organizational 
effectiveness” (McLagan, 1989, p.55). 
Inclusion:  “Holistic effort to value differences and 
similarities among people among various 
groups, including within the company and 
among partners” (Gaudet, Brown and 
Lunsford, 2017, p. 133) 
Project-based Learning: “An instructional model that is based in 
the constructivist approach to learning, 
which entails the construction of 
knowledge with multiple perspectives, 
within a social activity, and allows for 
self-awareness of learning and knowing 
while being context dependent (Tamim & 
Grant, 2013, p. 73). 
 
 
 The study’s purpose and significance have been presented along with key terms 
that help to understand the context. In the literature review to follow, current studies that 












Chapter 2: Literature Review 
To better understand the context and provide foundation for the current study, the 
following areas of literature were reviewed: undergraduate HRD education, diversity 
education, project-based learning, project-based learning in Indigenous context, problem-
based learning, developing global and intercultural competence, competencies, global 
mindset and workplace preparedness. The literature incorporated a multitude of scholarly 
and peer-reviewed articles that provide a multitude of perspectives of these themes. 
Several databases were utilized, to include Education Resources Information Center 
(ERIC), Google Scholar, and EBSCO Combined Search to complete the literature review. 
When utilizing these databases, the following descriptors were included, but not limited 
to: “Competencies”, “Human Resource Development”, “Undergraduate Students”, 
“Education”, “Native American”, “Indigenous”, “Project-Based Learning”, “Cross 
Cultural”, “Global Mindset” and “Cultural Awareness”. Within the databases, several 
journals were reviewed, such as the Advances in Developing Human Resources, Models 
for HRD Practice, New Horizons in Adult Education & Human Resource Development 
and European Journal of Training and Development. Most of the literature included from 
these journals were from the past decade. The Association for Talent Development was 
referenced to define global mindset and define competencies necessary for an HRD 
professional. The literature review to follow will provide an analysis by themes organized 
by the following topics: Undergraduate HRD Education, Project-Based Learning, 
Project-Based Learning in Indigenous Context, Developing Global and Intercultural 





Conceptual and Theoretical Framework 
 The conceptual framework that guides this study can be viewed as a process. This 
study begins by reviewing undergraduate HRD education broadly, gaps, and project-
based learning to develop competencies as a learning strategy or preparation for the 
workplace (productive careers). Research suggests that the development of certain 
competencies along with diversity knowledge better prepares students as practitioners in 
the field (Chrobot-Mason, 2004). Theories of learning act as a lens to better understand 
project-based learning as it relates to competency development. 
Figure 1. Conceptual framework. This figure illustrates the conceptual framework that is 
used as the basis for the literature review to follow. 
 
Constructivism and Constructionism 
Constructivism is a theory based on the thought that individuals construct their 
own knowledge through interactions with the environment and this construction can be 
different for each individual (Grant, 2002; Piaget, 1969; Vygotsky, 1978). Like the 
participants in the current study, knowledge is constructed through solving problems, 
working with others, and completing activities. The new knowledge can be an extension 
of current knowledge. Intensive and immersive experiences may challenge pre-existing, 
or non-existing values and therefore align alternative constructions of self in relation to 
others with the immersive event. The intervention in this study took this theory one step 














further by applying constructionism, which suggests that individuals are at a higher 
learning efficiency when they are creating an artifact that can be shared and reflected on 
with others (Kafai & Resnick, 1996). The artifact that is created has to ensure that 
learners are engaged and feel that it has meaning. This learner-centered style leads into 
project-based learning which a common method used in higher education (Balanescu, 
2015).  Additionally, Pollard (2012) used constructivism as a learning theory to guide 
project-based learning in their study. 
Social Cognitive Theory 
As defined by Altman (2013), social cognition “is the study of how people make 
sense of other people and themselves” (p. 89). This relates to social cognitive theory, 
proposed by Albert Bandura (Bandura, 1989). Social cognitive theory is heavily 
grounded in the triadic reciprocal determinism in which behavior, cognition, and 
personal-environmental factors influence each other bi-directionally (Bandura, 1989). 
These three factors could explain how students develop competency through immersion 
and involvement with an authentic client. Essentially, the student’s behavior is affected 
by the environment. The notion that personal-environment has an effect on behavior 
supports that students could become more comfortable with diversity by their 
involvement with an Indigenous client. The student’s semester-long involvement with the 
client could allow for changes in behavior and cognition. A constructivist framework 
focusing on social cognition provided an explanation of the effectiveness that a course 






Multicultural Competence Model 
Chrobot-Mason (2004) proposed a three-stage developmental model for evolving 
multicultural competence for the workforce. The three-stage process is derived from the 
work of Kraiger, Ford, and Salas (1993) who found cognitive, skill-based, and affective 
factors as pertinent learning outcomes. The model is based on a hierarchy in terms of 
learners having to know specific information in order to perform a specific behavior. The 
skill-based outcome occurs when the learner is well versed in the behavior. The last step 
of this model is affective learning, which is a result of inner changes, such as attitudes 
and self-awareness. Using this model, Chrobot-Mason (2004) suggested three specific 
stages for diversity training: increasing awareness, developing behavioral and coping 
skills, and action planning. The first stage involves increasing knowledge and 
understanding of other cultures. This includes an understanding of cultural differences, 
disadvantaged groups and discrimination. Developing skills is characterized by the ability 
to respond to others from a different culture and practice dealing with multicultural 
issues. The final stage focuses on the commitment to an action plan for continuous 
growth in cultural competence, self-awareness, and personal development (Chrobot-
Mason, 2004). This developmental process supports the need for cultural knowledge and 
understanding before the development of cultural competence.  
Undergraduate HRD Education 
 When thinking about HRD education, one question remains at the forefront, 
“How do higher education institutions develop the professionals who develop people for 
productive work around the world?” (Gaudet, Brown, & Lunsford, 2017, p. 126). 




lack of data could be due to research that found when compared to HRD graduate 
programs in the United States, undergraduate HRD programs are not offered frequently 
(Li & Nimon, 2009). It was also found that despite the increased demands of the HRD 
field and expansion of required skill sets, HRD programs are slow in revising their 
curricula (Kuchinke, 2007).  It is important to continually examine undergraduate HRD 
education curricula as a way to determine the most current knowledge, skills, and 
attitudes needed to become proficient HRD professionals. Li and Nimon (2009) examine 
undergraduate HRD curricula compared to seminal HRD models which contributes to the 
current study by looking at what is needed to better prepare undergraduate human 
resource development students for the workplace. A review of Li and Nimon’s (2009) 
research will be discussed below. 
  It is important to note that Li and Nimon (2009) used McLagan’s (1989) 
definition to define HRD. HRD is the “integrated use of training and development, 
organization development, and career development to improve individual, group, and 
organizational effectiveness” (McLagan, 1989, p. 53). The career development piece of 
this definition is of particular interest for the current study. Out of the 27 schools 
involved in Li and Nimon’s (2009) research, 100% covered HRD content. However, 
career development was found to be left out of 40% of the curricula and it was a tertiary 
part of approximately 37 of the programs (Li & Nimon, 2009). Career development is a 
core component of HRD; however, a significant number of programs do not include it in 
the curricula. Undergraduate courses for HRD students focus on training and 
development, but lack other vital parts of HRD knowledge. The inconsistencies in the 




can cause confusion for the identity of the HRD field and the preparation for students 
entering the field (Kuchinke, 2002, p.127). Undergraduate students may not be properly 
prepared for the HRD workplace and the core competencies that align with necessary 
HRD knowledge. Zachmeier and Cho (2014) question whether current HRD programs 
properly prepare students to effectively work in their future work placements. The human 
resources occupational field is constantly growing and shifting. In order for students to be 
responsive to workplace trends, educational preparation must properly align learning with 
these evolving trends. This study seeks to explore the ways that working with an 
authentic client through consulting may provide students with key competencies to be 
able to fulfill their roles in human resource development. Having students learn these 
practical skills that can be applied in the workplace is a potential step toward them being 
proficient HRD professionals (Kuchinke, 2007).  
 Zachmeier and Cho (2014) had a comparable focus to Li and Nimon (2009) and 
had similar findings. Zachmeier and Cho (2014) examine the field of literature on HRD 
education to get a comprehensive understanding of these programs. Only 71 articles 
focused on HRD courses and programs in the United States and United Kingdom 
(Zachmeier & Cho, 2014). During this review, only 48 articles on HRD education have 
been published by major HRD journals, such as Advances in Human Resource 
Development.  
 Training and development are at the forefront of most HRD programs, where 
career development comes secondary or even tertiary in some cases. There is a known 
lack of diversity education and competencies in the curricula. Kuchinke (2002) found 




workplace diversity, but these topics have not been implemented into the foundational 
curriculum of HRD programs universally.  “It has been argued that incorporating these 
topics would provide HRD students with a richer understanding of the realities of 
practice” (Zachmeier & Cho, 2014, p.353). Diversity competencies required for 
accreditation solidify this argument to include it in all of HRD curriculum. Students 
planning to pursue a career in the HRD field need in-depth knowledge of what diversity 
is and what it means to an organization (Hite & McDonald, 2010).  
Cho and Zachmeier (2015) examined university-based HRD education and 
dissected the small body of literature that exists on issues in HRD programs and courses. 
The interviews conducted for the study consisted of 40 educators including faculty 
members and those in various HRD professional associations. The educators had 
experienced HRD subject matter in eleven countries around the world giving the 
researchers a wide range of perspectives. In the findings, the researchers mentioned the 
educators’ responses when asked, “what is the purpose of HRD?” Some of themes that 
emerged were “to promote learning and development”, “bring about change”, “develop 
human capacity” and “develop communities and nations” (Cho & Zachmeier, 2015). 
Again, the theme of inclusiveness and community is central to HRD. In terms of teaching 
and learning in HRD, the educators’ suggested “action learning”, field experiences, and 
“critical reflection” as approaches to better teach this subject and prepare students for 
their careers (Cho & Zachmeier, 2015). Action learning, critical thinking and competency 
development are all areas that relate to the current study and will be further discussed in 






Diversity Education  
 
 “What are we doing to prepare our students not only to live and work in a diverse 
world but also to contribute to building more inclusive systems as HRD scholars and 
practitioners?” (Hite & McDonald, 2010, p. 283). This question is of concern because 
workplace diversity is becoming a focus in many organizations in the world (Holvino, 
Ferdman, & Merill-Sands, 2004). It can be argued that neglecting diversity issues from 
education does a disservice to future employers, students, and the society which they will 
contribute (Hite & McDonald, 2010).  By focusing on how to teach diversity education, 
the question of “What are we doing to prepare our students to live and work in a diverse 
world?” can potentially be answered. Diversity instruction is a vital piece in “developing 
multicultural and effectiveness in a global society” (Thomas, Tran, & Dawson 2010). 
 Thomas et al. (2010), offer a promising approach to teach diversity by advocating 
for inclusion. The authors discuss that diversity is taught as an “us” and “them” concept 
which focuses on the differences in people. Typically, diversity education talks about 
specific demographic groups as polar opposites. For example, in a class with 
predominately White students, Blacks/African Americans and Hispanics are labeled as 
“them”. Instead, Thomas et al. (2010) suggest promoting inclusion which celebrates the 
similarities while also appreciating diversity. The main recommendation for this 
alternative approach is to structure the diversity course on themes that apply across 
groups. Themes such as stereotyping, microaggresions, and being “the other” can relate 
to many groups called intersectionality (Thomas et al., 2010, p. 305). An inclusive 
approach to teach diversity topics should provide an environment where employees or 




ideal for the HRD field. However, this article may be over-simplifying diversity as a 
whole. Appreciating the differences in groups is a part of diversity as the workplace 
demographics shift from homogenous to heterogeneous.  
 Teaching diversity also opens the door for emotional triggers that can cause unrest 
in the classroom. Along with the resistance is a potential for misuse of diversity in the 
classroom. Organizations can sometimes use diversity initiatives as a way to gain market 
share and the same misuse of diversity instruction could occur in higher education. It is 
vital that when adding diversity to the curricula that HRD students are aware of this 
dichotomy because “diversity management competence” is an integral part of an HRD 
career (Hite & McDonald, 2010, p. 288). It is likely that students who plan to enter the 
field will be expected to address diversity issues and be well-versed in the topic. 
 Kulik and Roberson (2008) completed a review of diversity education in 
academic and organizational settings. Kulik and Roberson (2008) sought to examine how 
diversity education can affect learning outcomes such as knowledge and skills and its 
effects in academic and organizational settings. To summarize, Kulik and Roberson 
(2008) found that in 14 studies, all but one reported positive effects on knowledge of 
diversity education. Some studies indicated that knowledge was retained three to twelve 
months after training. From these findings, Kulik and Roberson (2008) suggested that 
diversity knowledge can be gained across contexts (academically, organizational 
settings). Additionally, academic and organizational effects were examined on diversity 
attitudes finding that it is effective overall. However, positive effects of attitudes toward 
specific demographic groups were not as consistent. This could be due to the notion that 




change. In alignment with project-based learning efforts, Kulik and Roberson (2008), 
suggested that experiential methods could be more effective for diversity attitude change 
than traditional lecture format. Lastly, gained diversity skills were examined which are 
said to be necessary to work with those who are ethnically different from oneself (Kulik 
& Roberson, 2008). The findings suggest that the learners perceive themselves having 
more skills, however the research to support that assertion is inconsistent (Kulik & 
Roberson, 2008). Kulik and Roberson (2008) opened the door for further research 
regarding the way diversity education affects knowledge, skills and attitudes. Suggestions 
of multiple evaluations throughout the intervention, journals and self-assessment tests 
were also noted in the article as ways to evaluate effectiveness (Kulik & Roberson, 
2008). The current study will add to the needed research on diversity knowledge using 
self-assessment in an academic setting and also discusses how project-based learning 
effects competency development. 
 Bell, Connerley, and Cocchiara (2009) make a case for mandatory diversity 
efforts in education. The focus of the article is on management students, however, this 
can also be applied to HR students as they are often managers and fulfill leadership 
positions in the field. “Human Resources (HR) managers and executives expect 
employees to have certain diversity competencies when they are employed” (Bell et al., 
2009, p. 598). One of the reasons Bell et al. (2009) argued for mandatory diversity 
education is because students enter the workplace with “inaccurate perceptions about 
diversity” and are consequently not prepared to work in diverse environment because of 
the lack of diversity education in their undergraduate career (Bell et al., 2009, p. 597). 




skills and what managers desired. HR managers rated “ability to manage and supervise 
diverse employees” as very important (M=4.62, SD=.87) (Bell et al., 2009, p. 599). 
However, students’ skills were ranked significantly lower (M=2.80, SD=.86). (Bell et al., 
2009, p. 599). The case for mandatory inclusion of diversity education can also be 
supported by evidence of greater creativity and improved problem solving in the 
workplace when there is a diverse environment (McLeod, Lobel, & Cox, 1996; Watson, 
Kumar, & Michaelsen, 1993). It can also be supported by a statement from The 
Association to Advance Collegiate Schools of Business (AACSB) recommending that 
undergraduate programs should teach knowledge and skills on multicultural and diversity 
understanding. The overall focus is on developing diversity in undergraduate students to 
better prepare them for the workplace. The current study adds to how we can better 
prepare students through action learning and experiential methods.  
Collins (2017) reviewed the topics of diversity and inclusion in HRD through the 
perspective of the professor. The professor had three important takeaways from his auto-
ethnographic study on teaching diversity in the HRD classroom: “Valuing student 
expertise”, “recognizing and counteracting implicit bias”, and “challenging student 
assumptions” (p. 166). The professor’s experiences and findings could be used to 
strengthen current diversity courses or support inclusion in HRD programs. The professor 
learned how to deal with students being uncomfortable and their lack of participation 
during discussions on diversity. He also learned how to redirect their thinking on topics 
on such as narrowing diversity only to race and religion. This study has significant 
implications for effective ways to teach diversity in HRD programs across the United 




diversity and inclusion could “direct undergraduates to conceptualize organizational 
functions” in a way that extends beyond what is expected (p. 169). In other words, 
expanding the curriculum and exposure to this topic could have substantial benefits for 
the field and undergraduate’s education.  
 Ely (2004) highlighted some of the negative aspects of group diversity as 
opposed to other researchers who only shed light on the positive. The connection between 
diversity in the workplace and performance in the workplace is “neither simple nor 
direct” (Ely, 2004, p. 755). Social categorization can be used to explain the less positive 
outcomes of working in a diverse environment. Social categorization suggests that 
individuals establish a strong identity with themselves and with others in their in-group 
and then react negatively to out-group members (Kramer, 1991; Tajfel, 1981; Ely, 2004). 
With knowing the possible negative effects of diversity in work teams suggests an even 
stronger need for diversity knowledge. Theories should be included in the diversity 
efforts as a way to counteract its negative effects. Ely (2004) suggests that the differences 
should be allowed to be expressed as a way to continue an effective work environment. 
This initiative is beneficial in continued research and applies to the diverse client 
experience students in the current study will have. Diversity education can be 
implemented in multiple ways, including with project-based learning which will be 
discussed in the following section. 
Project-based Learning 
 Project-based learning begins in the early 1900’s and focuses on allowing 
students to learn by doing and solve a problem (Grant, 2002). In this learning approach, 




activity. A driving question or problem is the essential component to project-based 
learning. To demonstrate learning, the assignment created is aimed to answer the key 
problem or question of the project (Blumenfeld, Soloway, Marx, Krajcok, Guzdial, &, 
Palincsar, 1991). 
Project-based learning can be viewed as a self-directed form of teaching. Kunkel 
(2002) explores self-directed learning as consultant learning where the “students are in 
control of their own learning process” (Kunkel, 2002, p. 121).  This differs from 
traditional learning in that the quality of work is consistently held high and the quantity 
of work is the basis for grading. Students do not receive a grade for any work that is 
considered unprofessional, instead are required to rewrite until it meets quality standards. 
This type of learning approach is relevant as it promotes students to learn to be 
responsible and take lead in their own learning. It is another viable and valuable 
alternative for students’ learning similar to active learning.  
Munezero and Bekuta (2016) explored a blended project-based approach at the 
University of Eldoret, Kenya. This approach was initiated due to the students being 
inadequately prepared for the professional world (Munezero & Bekuta, 2016). Adopting 
this approach allowed an attempt for a new strategy to strengthen students’ abilities and 
practical skills. The traditional teaching style being used was face-to-face and it was not 
allowing the student to fully develop as practitioners (Munezero & Bekuta, 2016). For the 
purpose of this study, problem-based learning was defined as “a set of principles based 
on the constructivist view of learning that puts forward that people actively construct 
knowledge rather than receive and store it (Munezero & Bekuta, 2016, p. 207). From this 




significant enhancement of their technical skills (Munezero & Bekuta, 2016). It was also 
found that the students had developed interpersonal skills and were able to make 
authentic connections (Munezero & Bekuta, 2016). The authentic connections were said 
to be due to hands-on aspect and responsibility for the projects the students were in 
charge of. Another extraneous benefit to project-based approaches such as this, is that the 
work completed by the students sheds positive light on the university. From this 
experience, the university decided to expand project-based work to other departments to 
compare the results for the students.  
Miller-Millesen and Mould (2004) implemented a project-based learning 
experience with a non-profit management class. Similar to the students in the current 
study, students in this article worked with a client from a non-profit organization as a way 
to give them real-world experience. The study involved 12 undergraduate and graduate 
students who participated in a problem- based curriculum to become active learners. 
Problem- and project-based learning were used interchangeably without clearly 
distinguishing the two terms. Small groups were a vital part of the learning experience as 
it allowed the students a chance to improve communication skills and learn to integrate 
information with others (Miller-Millesen & Mould, 2004). Students in the small groups 
work with a client and collectively meet the intended project goals like the students in the 
current study. At the end of the semester, the students had to report their findings from 
working with the non-profit organization and submit a reflective journal as a part of the 
project-based experience. Overall, the students reported high satisfaction with the project-
based learning experience. Students reported comments such as learning how to work 




& Mould, 2004). Miller-Millesen and Mould (2004) argued that project-based learning is 
a vital tool for problem-solving skills based on the results from the student experiences. 
The current study aims to have high satisfaction and key skills gained through their 
project-based learning experience. Reflections and open-ended questions in the current 
study give the students a chance to reflect, which is a key part of a project-based learning 
experience (Miller-Millesen & Mould, 2004). 
Pollard (2012) examined the implementation of client projects and three learning 
methods for an undergraduate project management course. The addition of project-based 
learning to the course equips students with needed skills and competencies that 
employers label as highly in demand (Pollard, 2012). It also allows the students to expand 
their knowledge, share ideas with their group members, and add to their real world 
experience. Client projects go beyond what typical case studies or traditional projects can 
provide for the students.  
In the project management course, students worked in groups of six to manage a 
client project as well as complete other projects based on instructor-centered and learner-
centered methods. Students were given the opportunity to choose a client and identify an 
issue within the company they could improve by the end of the 12-week period. Pollard 
(2012) examined the results of this course over a two-year period to gauge how project-
based learning had an effect on the students’ learning. From the student reflections, 
Pollard (2012) concluded that project-based learning was an effective approach for 
preparing them for future work. Students reported feeling personally developed through 
this experience and felt better prepared for the real world (Pollard, 2012). Even though 




of instructor-centered, learner-centered, and project-based learning provided the students 
with the most benefit. The learner-centered and project-based learning align closely with 
the current study. Students are assessed based on the deliverable completed and learn 
through hands-on approaches.  
Sawyer (2017) examined the impact that internships can have on students ATD 
competency development who intended to become professionals in the field. Internships 
are a way for students to gain real-world experience and gain the practical skills needed 
to be a successful practitioner in HRD. Sawyer (2017) used the following definition of 
internships, “structured and career relevant work experience obtained by students prior to 
graduation from an academic program” (Taylor, 1988, p. 393). Working with an 
authentic client, or participating in an HRD internship can be a bigger indicator of a 
successful employee than an examination (Sawyer, 2017). The project-based experience 
student’s in the current study completed can arguably fit into this definition since 
participants worked with an authentic client on relevant HRD work.  
Sawyer (2017) included 14 students who had completed an HRD internship in the 
study. Overall, it was found that students did not experience significant ATD competency 
growth which suggests a greater need for it. However, it was suggested that those 
internships where students worked on projects and focused on HRD-specific 
competencies, better prepare them for the HRD workplace. This has implications for 
future project-based experiences in promoting competency development. “Understanding 
the key competencies that drive perceptions of effectiveness within HRD internships may 




In previous research, it has been found that project-based work, work-based 
learning promotes the transfer of learning (Zachmeier & Cho, 2014). Action learning is 
also used interchangeably with project or problem based learning. Action learning is an 
experiential technique where students learn by hands-on doing and reflections on what 
has been done (Revans, 1980). Similar to the current study, Madsen (2008) used action 
learning to engage students with a client and present a final project to them. Students 
were also asked to reflect on their experiences, and important aspects of project-based 
learning. “Learning-by-doing” has been thought to build knowledge and abilities that are 
not grasped in traditional education (Balanescu, 2015, p. 159). 
 Problem-based learning. 
  Schmidt, Vermeulen, and Van Der Mole (2006) examined the long-term effects of 
problem-based learning in a medical school. Problem-based learning is very similar to 
project-based learning in that it is self-directed, students can work in small groups and the 
project/problem at hand is relevant to their class. Schmidt et al. (2006) compared 820 
students from the problem-based school to 621 students at a conventional medical school. 
It was previously known that students from the problem-based school developed better 
interpersonal skills and this study aimed to determine what other competences could be 
developed. Students from the problem-based school rated themselves highly on work-
related skills, problem-solving, cognitive and interpersonal skills. Since the students self-
rated their competency development it is possible that the abilities were over- or 
underestimated. This applies to the project-based experience in the study being addressed 
because like these students, participants should be better prepared for workplace practices 




Project-based Learning in Indigenous Context 
 Bartleet (2011) studied the effects of a field experience for his university music 
classroom. The music students were immersed in a remote Indigenous community where 
their pedagogical practices were replaced with lessons from the Indigenous musicians. 
The students not only practiced music with the Indigenous elders but also immersed into 
their culture. The students’ daily activities included daily Warumungu language and 
culture lessons and songwriting sessions with a local Indigenous woman. Working and 
living in this setting for a period of time, students became a part of the community.  
 In terms of recording their experiences, the researcher gave the students field 
diaries to document their feelings, thoughts and interpretations on a day to day basis. 
Students were also allowed to use a video camera to create a digital story of their 
experience. To collect data, Barleet (2011) interviewed them individually as well as 
conducting a follow-up focus group five months after the experience. He also interviewed 
the community members to get their perspective on the possible impact the project had. 
Overall, student’s reported it being “powerfully transforming” and some reported 
“finding oneself” (Bartleet, 2011). This supports the notion that “self-introspection” plays 
a large role in learning about diversity through these experiential learning projects. 
Bartleet (2011) contributes to the research questions in the current study because 
these students, similar to the HRD students in this study, are involved with a community 
outside of their own. Although the students in the current study were not completely 
emerged in another community, the experience involved the interaction with another 
organization and culture different from their own. The hypothesis is that the students will 




Similar to Bartleet (2011), Dinkins and Richardson (2014) gave students the 
opportunity to have a rich, cultural-based experience by collaborating with Oglala Lakota 
College (OLC) and the Center for American Indian Research and Native Studies 
(CAIRNS). The basis of the study is the notion that “culturally responsive pedagogy 
requires that educators understand the cultural practices and backgrounds of diverse 
students and others assert that this understanding should not only include factual 
information about different racial/ethic groups, but also expand sociocultural and 
historical knowledge as well (Dinkins & Richardson, 2014, p. 59).” Having a keen 
understanding and awareness of cultures outside of their own is essential for individuals 
to thrive in education and business settings.  
  For the study, the undergraduate students were placed with two elementary 
teachers in a tribal school for a ten-week student teaching experience. The students kept 
journals to reflect on their personal and professional growth, understanding of the Lakota 
community, and their experiences. The students reported being able to connect with the 
community in a “deep way” and another reported gaining an awareness of “impoverished 
circumstances” (Dinkins & Richardson, 2014, p.64). The graduate students in this study 
took a different approach and immersed themselves in the culture instead of a student 
teaching experience. The graduate students attended seminars on the Lakota culture and 
field-based meetings with members of the community. The students used notes and a 
digital field journal to record, maintain their observations, experiences, and to reflect on 
their increased awareness of the Lakota history. The students gained a deeper cultural 
knowledge of the Native Americans and demonstrated how an immersive project can 




conclusions in the current study. The students had a much deeper understanding of what 
culture meant to themselves as well as others. However, since the current study is not a 
fully immersive project, the results could be less dramatic. Dinkins and Richardson 
(2014) allowed students to be a part of a community for a ten-week period permitting a 
deep cultural understanding. The semester long client project could have similar benefits 
if the students engage and accept the cultural growth that could potentially be 
experienced.  
 Developing global and intercultural competence. 
In promoting cultural development, Leininger (1978) suggested two fundamental 
guidelines: 1. Maintaining an open mind and remaining objective toward those of other 
cultures; 2. Steer clear from viewing all individuals of the same group alike 
(stereotyping). By using these as guidelines, the development of a global competencies 
can be achieved with a willingness to “embrace diversity rather than resist it” (Wells, 
2000, p. 194). 
  Altman (2013) presented literature on the concept of cross-cultural mixed 
messages, operationally defined as, “messages from one’s home culture and a second 
culture can result in conflicting expectations for one’s own behavior and for the behavior 
of others” (Altman, 2013, p. 83). An individual will experience fewer negative 
consequences of cross-cultural mixed messages with the more cultural intelligence 
gained. Cultural intelligence is “a person’s capability to adapt efficiently to new cultural 
contexts” (Altman, 2013, p. 89). Although there are some keen differences between 
cultural intelligence and developing cultural competence it can be noted that there also 




the hypotheses of the current study. Altman (2013) suggests there is an importance for 
cultural intelligence and the need for an awareness of cross-cultural mixed messages.   
 Ardichvili, Kuchinke, and Lokkesmoe (2016) aimed to increase intercultural 
development in university students with a six-month immersion program. The 
Intercultural Development Inventory (IDI) was used as a pre-post survey to measure the 
development of intercultural competence. Qualitative data from each student who 
participated in the study was also collected. The students spent a full semester studying at 
the University of Sao Paolo and the University of Brasilia in Brazil. Overall, the study 
found the the immersion program had very little effect on intercultural competence, 
however; their self-reports indicated the opposite. The students who had significant 
increases in their IDI scores reported either a very positive experience or a strong support 
during the program. There were significant increases in some student’s Developmental 
Orientation which “indicates an individual’s primary orientation toward cultural 
differences and commonalities along the continuum” (Ardichvili et al., 2016, p. 8). 
Although there were no conclusive findings, Ardichvili et al. (2016) suggested that there 
is a need for interventions specifically tailored towards intercultural development. The 
lack of conclusiveness in this study leads to the need for continued research in this area. 
It gives lead to the significance of the current study on developing cultural competence.  
Bennett, Power, Thomson, Mason, and Bartleet (2016) conducted a study where 
students worked with Aboriginal people in various areas of Australia through an 
experiential-learning opportunity. The purpose of the study was for the students to 
develop indigenous competencies. Bennett et al. (2016) argued that the reflection piece is 




theory and practice within this experiential-learning context. The reflection aspect that is 
focused on compliments the project-based nature of this study. Bennett et al. (2016) 
discuss how the experiential-learning and reflection the students had aided in job 
preparedness and helps them to connect what is learned in and outside of the classroom. 
In other words, the students are able to construct their knowledge based on their 
reflections of what they have learned. Bennett et al. concluded that the students need 
more than an opportunity to participate in an experiential-learning experience to develop 
those competencies. Similarly, Guy-Walls (2007) found that incorporating experiential 
and multicultural content would better prepare students to work with a diverse 
population. When students are not properly prepared or supported through the cross-
cultural aspect of the learning experience, focus can be deterred from the program and 
instead focus on their skill development (Bennett et al., 2016). Bennet et al. (2016) also 
note that peer reflections and focus groups are an essential part to ensure participants are 
getting the most out of their learning experience. Bennett et al. (2016) utilized similar 
techniques that are used in the current study and support the use of reflective papers. The 
reflection that the students are allowed to do aids in the solidification of their competency 
development along with the group support and teamwork. 
Ranzijn, McConnochie, Day, Nolan, and Wharton (2008) examined cultural 
competence in psychology students in relation to Indigenous Australians. The University 
of South Australia integrated Indigenous content in multiple courses of the undergraduate 
psychology program. Students were asked to give written responses about the courses in 
terms of their experience, their understanding of another culture and what they found 




Indigenous people are essential components to gaining cultural competence. In the 
student’s responses there were themes of enjoyment, engagement and content. More 
specifically, students enjoyed the material that was being taught and engaged with the 
course material. When asked about their understanding after the course was implemented, 
students mentioned cultural competence, positive attitude changes and knowledge 
growth. The integration of Indigenous content as a way to increase cultural competence 
was highly accepted by the students and seemed effective. Even though Razjin et al. 
(2008) only examined undergraduate psychology courses, it could possibly generalize to 
other disciplines. This leads to the need to explore cultural competence development with 
other masteries and improve the guidelines in which it is taught.  
Wells (2000) investigated cultural competence with a focus on nursing students. 
The article presents a model for developing something beyond cultural competence so 
that the students are prepared to work in a diverse environment. The Cultural 
Development Model (CDM) used derives from the Cultural Competence Continuum, the 
Cultural Sophistication Framework and the Cultural Competent Model of Care (Wells, 
2000). The CDM consists of six stages that are required in order for the students to be 
able to effectively work with diverse populations. Within the cognitive phase is cultural 
incompetence, cultural knowledge and cultural awareness. Following is the affective 
phase which consists of cultural sensitivity, cultural competence and cultural proficiency. 
The move from the cognitive to affective phase is influenced by the students’ accepting 
their biases and having experience working with people from culturally diverse 
backgrounds. The utilization of this model in education for other programs could be 




awareness, cultural sensitivity and cultural competence alone are not enough for someone 
to proficiently culturally developed. With this model, students could begin to develop 
culturally and reach the level of proficiency needed to work with a diverse population.  
In developing cultural competence, ethnicity or race could potentially have an 
effect because participants may have been predisposed to a diverse way of thinking. 
Holcomb-McCoy and Myers (1999) found that the ethnicity of professional counselors 
was statistically significant in their perceived multicultural competence. Sodowsky, 
Taffe, and Gutkin (1991) found that those who have daily contact with those outside of 
their culture are consequently more culturally competent. Knoke and Hout (1974) found 
that race is a significant factor in political party affiliation suggesting it could also have a 
potential effect on cultural competence development. This finding is significant to the 
current study due to the inclusion of ethnicity and political party affiliation in the 
demographic and research questions. The importance of cultural competence gives lead 




 Lee (2009) sought to identify what competencies are needed by HRD master’s 
degree students in Korea. Lee used a combination of qualitative and quantitative methods 
to gauge how the participants rated the American Society of Talent Development (ASTD) 
now known as the Association of Talent Development (ATD) competencies. The ATD is 
known as the best indicator on what competencies are needed in the HRD practice.  
The research stemmed from the students in their program not knowing their roles 




themselves are naïve to what competencies are desirable in the field (Lee, 2009). By 
identifying these competencies, it defines what are the standards for the students to 
uphold in the workplace. In the study, participants were asked to rate the importance and 
expertise level of each ASTD competency. The least rated on importance was 
“leveraging diversity”, with a mean of 3.66 and the highest competency being 4.72. 
“Leveraging diversity” was also rated one of the lowest in terms of the participants’ 
expertise level (Lee, 2009). The low ratings suggest a need to focus on that competency 
and help practitioners understand it’s relevance to their career path. Lee (2009) found that 
students in the program stressed a need for practical assignments giving them real-world 
practice. Project-based learning could potentially fulfill this need in addition to 
competency-based curriculum and internships (Lee, 2009).  
Novak, Znidarsic, and Sprajc (2015) examined student perceptions of HR 
competencies in terms of what students expect to develop in their studies. A main focus 
in the article is competence-based higher education meaning that competencies are 
achieved and assessed throughout the program. Competence-based higher education is 
said to allow students to gain the knowledge, skills and attitudes necessary for their 
professional development (Novak et al., 2015). Novak et al. (2015) surveyed 155 students 
on 15 HR competencies. Some of these included “leadership”, “people orientation” 
“strategic thinking” and “business knowledge” (Novak et al., 2015, p. 37). Overall, 
students found it important to identify proper competencies for the HR field and 
competencies student lack training and education in. People-orientation and 
communication were rated among the highest being the HR field is focused on the 




communication as the most important competency in HR (SHRM, 2010). Students rated 
strategic thinking as one of the lowest however, it is becoming of increasing importance 
due to globalization (Novak et al., 2015). Both of these findings suggest a need for a 
global mindset to continually improve people-orientation and strategic thinking. The need 
for competency development is also supported by Way (2002) who stated that programs 
should also students to gain necessary competencies for the field to be effective HR 
practitioners. Another thought by Pavlin (2012) is that programs should develop 
relationships with authentic clients as a way to understand the expectations and 
competencies needed for new graduates. Overall, it is assumed that students who develop 
HR competencies will perform better in the field (Novak et al., 2015). 
Global Mindset 
Gupta and Govindarajan (2002) discuss what it means to cultivate a global 
mindset, why it matters, its’ value and what it means for companies. Global mindset is 
defined as incorporating an open mind and awareness of diversity across cultures (Gupta 
& Govindarajan, 2002). “The simultaneous focus on developing a deep understanding of 
diversity and an ability to synthesize across diversity” (Gupta & Govindarajan, 2002, p. 
117). This has a benefit for the field because it gives an insight into the global market and 
connect the company needs to this. The authors identify four factors for cultivating a 
global mindset, these include: curiosity about the world, an awareness of current 
mindsets, exposure to diversity and a disciplined attempt to combine knowledge about 
different cultures and markets (Gupta & Govindarajan, 2002). Fulfilling these four 
factors can be achieved through environment and person interactions such as social 




determines whether the mindset is changed (Gupta & Govindarajan, 2002). Building 
diversity within the HRD field and facilitating knowledge of other cultures contributes to 
this. Gupta and Govindarajan’s (2002) explanation on why global mindset is important 
and what it means gives insight into why it is important for students to develop it. 
Companies are realizing the importance of globalization and diverse mindsets and 
therefore are looking for employees who can fulfill this need. Students, future 
practitioners, have to be properly prepared for this to be successful, competitive 
practitioners in the field. 
Workplace Preparedness 
Human resource development has recently put an emphasis on epistemological 
inclusiveness and diversity. In 2016, increasing diversity/inclusion and cross-cultural 
competencies was just added as a strategy to the The Conference Board, an organization 
to improve performance, including any HR business (Gaudet, Brown, &Lunsford, 2017). 
Diversity and inclusion is defined as a focus on a “holistic effort to value differences and 
similarities among people among various groups, including within the company and 
among partners” (Gaudet, Brown, & Lunsford, 2017, p. 133).  
Collins (2017) discussed how there is an expectation that HRD students entering 
the workplace should be well versed in diversity and ethical issues. In the field of HRD, 
there a need for individuals who possess a global mindset, global skills and can “think, 
lead and act from a global perspective” (Barlett, Lawler, Bae, Chen, & Wan, 2002, p. 
385). It is difficult to understand why this is and what is missing for the HRD students’ 
education when the research on this topic is minuscule. There is evidence from analyses 




curriculum and practitioner interests” (Zachmeier & Cho, 2014, p. 355). Therefore, “by 
integrating diversity and inclusion into a course on career development, or training and 
development, for example, a program might be able to send a clearer message that 
diversity is an important value in the field” (Collins, 2017, p. 168).  
 As an example of accepting differences and culture norms, Grover and Keenan 
(2006) focused on diversity and inclusion by exploring the citizens of the Ojibwe Nation 
and their worldview as it applies to HRD and the workplace. Grover and Keenan (2006) 
highlighted some of their traditions and ways of learning as a background for how this 
applies in the workplace. The value system of the Indians is not identical nor dissimilar to 
Non-Natives, however; how values are prioritized and implemented can be different. 
Grover and Keenan (2006) give examples of how this can effect an HRD professional in 
the workplace. For example, the Ojibwe people value modesty therefore making eye 
contact and communication difficult for a Native and Non-Native. A HRD professional 
who is uninformed of Native traditions and values could take this as the employee being 
disinterested or lacking initiative. This is an example of cross-cultural communication 
which is known as the communication between individuals from different cultures. A 
misunderstanding between two cultures is typically due to differences in beliefs, values, 
customs or communication styles (Zhu & St. Amant, 2010). This suggests that there is an 
importance for cross-cultural awareness and a diversity mindset. Grover and Keenan 
(2006) stated that “when organizations work with the values held dear by employees, and 
when those values manifest in their work, everyone benefits: (p. 397). HRD professionals 
and students could benefit from learning about and engaging with cultures outside of 




diversity course in their curriculum. To fill the gap, providing students the opportunity to 
work with a culturally diverse client is employed. 
A review of current literature pertinent to the current study were presented in the 
section above. Topics such as global diversity, undergraduate education and 
competencies were discussed in terms of how they support the research questions and 
how studies like this one have addressed developing competencies in students. 
Additionally, the theories of constructionism, constructivism, social cognitive theory, 

































Chapter 3: Methodology 
 
 To examine project-based learning in relation to the development of competency 
growth in ATD competencies, HRD students completed a retrospective pre- post- self-
assessment and reflective paper. The self-assessment survey addressed key quantitative 
research questions, contains demographic information and explores within and between 
differences in the human resource development students. The reflective papers focused 
on student’s project-based learning experiences. In this chapter, I will discuss the data 
collection instruments, research design, population, threats, data collection and data 
analysis procedures.  
Research Questions 
 The research questions for this study are:  
Quantitative. 
RQ1: In which ATD competency areas do students self-report increased competence after 
consulting with an Indigenous organization in a project-based learning experience? 
RQ2: In which HR competency areas do students self-report increase after the project-
based learning experience? 
RQ3: Is there a statistically significant difference between males and female students in 
regards to their global mindset competency development?  
RQ4: Is there an increase in the global diversity competency after the project-based 
learning experience? 





RQ6: In what areas do students report skill development or significant learning outcomes 
as a result of the project-based learning experience? 
Qualitative. 
RQ7. Do HRD undergraduate students perceive having developed HRD competencies 
after consulting with an Indigenous organization in a project-based learning experience?  
RQ8. What are the opportunities and challenges of project-based learning from the 
student perspective?  
RQ9: What key skills were developed or significant learning outcomes as a result of the 
project-based learning experience? 
RQ10: Do the quantitative data and qualitative data on skill development converge? 
Research Design 
I conducted a quasi-experimental, mixed-methods study to determine if students 
perceive increased competency development after completing a semester-long, project-
based learning experience. Mixed-methods can be defined as research that involves the 
collection and analyses of data that utilizes both qualitative and quantitative applications 
in a single study (Tashakkori & Creswell, 2007), which will be conducted through a 
precisely designed and measured data collection and analysis (Fraenkel, Wallen, & Hyun, 
2012). Pragmatism often fits well when blended quantitative and qualitative approaches 
are employed. The use of a mixed-methods design will allow for a stronger analysis and a 
deeper understanding of the student’s experience with the combination of direct and 
open-ended questions. The qualitative methodologies were used to help describe the 
participants’ experiences and the method can potentially valuate the validity of the 




approach are several ways to conceptualize a study. In this case, a convergent design was 
chosen because the quantitative and qualitative data were collected and designed in 
parallel (Fetters et al., 2013). The two data sets were analyzed separately, but later 
merged in the interpretation phase of the design. This method has been successfully used 
in a study by Saint Arnault and Fetters (2011) where multiple surveys and ethnographic 
interviews were collected in parallel to determine how social, cultural and other factors 
effect “help-seeking” among Japanese women (Fetters et al., 2013, p. 2137). 
Figure 2 below illustrates the mixed-methods study design and how the 
quantitative and qualitative data come together. 
 





Sample and Population 
 The target population for this study included undergraduate Human Resource 
Development minor students at James Madison University. This university is 
compromised of approximately 60% females to 40% males. Within the population of 
about 20,000, 75% percent are White. Other cultures and races each make up five percent 
or less of the remaining population (SCHEV Official Headcount Data, 2016). These 
students were enrolled in two sections of a course entitled The Development of Materials 
and Programs (HRD 485) and the academic minor is interdisciplinary. The students 
enrolled were a combination of males and females between the ages of 18-23 years of age 
and come from multiple disciplines to engage in a semester long project as a part of the 
senior capstone experience (SCHEV Official Headcount Data, 2016). The minimum 
sample size of this study was set at 30 undergraduate students, and the maximum sample 
size was set at 60. In this proportion, the aim was for a 50% survey response from the 
students. Participants did not receive any monetary reward or points added to their grade 
for completing the survey. This study is concerned with gender, race, ethnicity and 
political party affiliation as demographic variables.  
Instrumentation 
To collect data for this study, a retrospective pre-posttest was created using an 
online survey tool, Qualtrics. Qualtrics provides automatic scoring of surveys, analysis 
reports, management of survey distribution via email or web link among other key 
functionalities (Benton, Pappas, & Pappas, 2011).  Pre-posting was utilized because it has 
been proven effective. According to the Center for Health Policy and Research, utilizing 




when students overestimate or undervalue their knowledge or skills on a pre-test because 
we often “don’t know what we don’t know.” This survey combined quantitative and 
qualitative questions in addition to demographic questions. The survey was created to 
gauge the students’ competencies before and after their project-based learning 
experience, focusing on diversity/global mindset. The survey is based on the Association 
for Talent Development’s (ATD) (Association for Talent Development, 2016) 
foundational competencies and several HR competencies. The ATD competencies are the 
basis of the survey and act as the dependent variable being measured in the study.  
The survey included 4 close-ended questions regarding students’ HRD skills and 
ATD and HRD competency development before and after their experience and cultural 
differences. The five open-ended questions were designed for the students to expand on 
their experience and add any details that are pertinent to a project-based learning 
experience. The placement of demographic questions at the end allowed the participants 
to be invested in the survey and avoid their annoyance at the probing demographic 
questions in the beginning. The demographics were used to understand how race, gender 
and political party had a potential effect on their competency development. The open-
ended questions towards the end of the survey sought to understand what the students 
found beneficial about working with a diverse client, what was learned about themselves 
and what made this experience unique. Overall, the survey was generated to find out if 
this project-based experience was beneficial to students, if so how, and if students 
developed competencies pertinent to the field of Human Resource Development. In order 
to correctly interpret whether the experience was beneficial to the students after the 




competency development on a scale of one to four, four being extremely competent and 
one being extremely incompetent. An ideal comparison between the before and after 
scores should show the students having “higher” scores, meaning somewhat or extremely 
competent, on competency development than before the intervention. Results should be 
similar for scores on the expertise ATD and HRD competencies where one values 
extremely incompetent and four extremely competent. The reflective papers and open-
ended questions will be coded and interpreted based on the occurrence of key themes 
such as diversity, culturally competent, differences, preparedness and real-life client. 
This survey was piloted during a Spring 2017 research study, for validity and 
reliability. In the previous study, the survey was used to measure competency 
development in undergraduate students from a HRD minor course, The Development of 
Materials and Programs (HRD 485). The pilot test and allowed for revisions and greater 
focus for the current study. The responses from that survey gave feedback on its clarity 
and estimated duration. A faculty member in the Learning, Technology and Psychology 
department provided assistance in the creation of the survey. Examples of survey 












Survey Instrument Examples  
Demographic Questions Q18. Please check any of the following boxes that best 
represent your race/ethnicity. 
 
ATD Competencies  
(Quantitative 
Questions) 
Q5. Below you will find a list of foundational HRD 
competencies. Please indicate the competencies that have 
been strengthened as a result of working on your client 
project. 
 
Q6. Below you will find a list of key HRD competencies. 
Please indicate the competencies that have either been 
strengthened or not impacted as a result of working on your 
client project. 
 
Qualitative Questions Q10. What did you learn about working with clients from 
diverse backgrounds? 
Reflective Papers  What is the most important thing you learned in this project? 
 
Data Collection & Procedures 
The participants began their project-based learning experiences in the beginning 
of the fall semester in early September 2017. Toward the end of the semester in late 
November/early December 2017, the participants completed a retrospective pre-post test. 
The survey was distributed via an online link through Qualtrics and the students were 
given the option to opt-out of the survey however, their participation was strongly 
encouraged. Participants were not asked to complete the surveys in the classroom so 
location was not controlled for this study. The informed consent to participate and 
confidentiality information, included below, was provided on the first page of the survey.  
A reminder email was sent out to all students during the second week of 
December to ensure all participants had a chance to respond before the survey closed 




many participants had started and/or completed the survey. Data was collected and 
downloaded from the survey tool in order to begin the analysis process in late January. 
The table below describes the timeline proposed for the survey and data analysis. 
Duration of the study. 
Table 3 
Phases and timeline of study. 
Phases Dates 
Phase I:  
Participants begin project with clients 
September 2017 
Phase II: 
Distribute retrospective post-test 
survey to study participants 





All data analysis collected were analyze and stored in Qualtrics utilizing my 
password protected personal laptop. This data and information was shared only with the 
professor of the class who is also the advisor for this study and is listed as an approved 
researcher on the IRB. 
Data Analysis 
 
 Qualitative and quantitative analysis were used in this study, due to the type of 
data collected. Descriptive statistics helped to summarize the data and aided in describing 
the data in a meaningful way (Frankel, Wallen, & Hyun, 2012). Frequency distribution, t-
tests and descriptive statistics were used to identify key findings in the reports drawn 







Research Question, Statistic, and Effect 
Quantitative Research Questions Statistic Effect Size 
RQ1: In which ATD competency areas do 
students self-report increased competence 
after consulting with an Indigenous 
organization in a project-based learning 
experience? 
 
paired samples t-test d 
RQ2: In which HR competency areas so 
students self-report increase after the project-
based learning experience. 
descriptive statistics  
RQ3: Is there a statistically significant 
difference between males and female students 






RQ4: Is there an increase in the global 
diversity competency after the project-based 
learning experience? 
 
paired samples t-test d 
RQ5: What percentage of students find project-
based learning as beneficial to their 
undergraduate education? 
descriptive stats  
RQ6: In what areas do students report skill 
development or significant learning outcomes 
as a result of the project-based learning 
experience? 
 
frequency distribution  
 
 The qualitative data was coded to identify common themes and responses from 
the participants. Responses from the students that were relevant to the study such as 
mentions of diversity, challenges, diversity competence, skills developed and workplace 
were coded. Priori or “pre-set” coding was used allowing codes to derive from the 
conceptual framework, similar studies and research questions. The pilot of this study 
aided in creating the start list of codes for initial coding. In addition, common concepts 
that derived from the data called emergent codes were utilized as well (Stuckey, 2015). 




and competence that were referenced in the qualitative data. This information was then 
used to supplement the quantitative data on student’s competency development.  
Table 5 
Steps of Data Analysis 
Steps of Data Analysis 
 
1. Review demographic information from self-assessment. 
2. Review and analyze descriptive statistics from self-assessment survey. 
3. Review and analyze open-ended survey questions and reflective papers. 
4. Utilize t-test to test independent variable against dependent variable 
5. Compare survey results to the open-ended questions. 
 
Protection of Human Subjects 
With an Institutional Review Board (IRB) approval on November 8, 2017, it was 
ensured that the study intends no harm to the participants and provides minimal to no 
risk. The participants were aware of confidentiality and the option to consent to 
participate through the form on the first page of the survey. It was also verbally explained 
that students are not forced to participate and their anonymity is guaranteed. Along with 
the informed consent, the participants were given my email if there were any questions or 
concerns about the study or how their information will be used. Lastly, no deception was 
involved in this study. The participants were fully informed in their courses about the 
study and how their information would be used.  
This quasi-experimental design was intended to determine if students perceive 
increased competency development after completing a semester-long, project-based 
learning experiment. Above, the design, instrument and analysis were described. Next, 




Chapter 4: Findings 
 In this section, I will discuss each research question as well as findings from the 
reflective papers. The response rate of the survey and additional response data used will 
also be presented.  
 The research questions are as follows: 
RQ1: In which ATD competency areas do students self-report increased competence after 
consulting with an Indigenous organization in a project-based learning experience? 
RQ2: In which HR competency areas do students self-report increase after the project-
based learning experience? 
RQ3: Is there a statistically significant difference between males and female students in 
regards to their global mindset competency development?  
RQ4: Is there an increase in the global diversity competency after the project-based 
learning experience? 
RQ5: What percentage of students find project-based learning as beneficial to their 
undergraduate education? 
RQ6: In what areas do students report skill development or significant learning outcomes 
as a result of the project-based learning experience? 
RQ7. Do HRD undergraduate students perceive having developed HRD competencies 
after consulting with an Indigenous organization in a project-based learning experience?  
RQ8. What are the opportunities and challenges of project-based learning from the 





RQ9: What key skills were developed or significant learning outcomes as a result of the 
project-based learning experience? 
RQ10: Do the quantitative data and qualitative data on skill development converge? 
 There were a total of 30 self-assessment surveys recorded in Qualtrics, however 
15 were returned fully complete. Fifteen respondents equate to a 50% response rate for 
the survey. There were a total of 16 respondents to the reflective papers required for only 
one section of the course. The total number of responses per question on the self-
assessment survey varied between n = 11 and n = 15 with most of them being the latter. 
Questions 9, 10, 11, 12 and 13 were qualitative questions, asking for further details on the 
participant’s experience with a diverse client and strengths or weaknesses of the project-
based learning approach. Due to issues with the survey generation tool, only question 10 
was displayed to the students and returned n = 5 responses. The few responses were not 
applicable for data analysis therefore will not be discussed in further in this chapter.  
 The 50% of responses that were not complete could be due to the participant’s 
opening the survey, but choosing to not continue with answering the questions. The 
dropout rate could also be attributed to the time that the survey was distributed to the 
students. Participants are typically focused on final exams during that week and could 
have not been focused on completing the survey. Six responses were recorded during this 
week and the other nine responses were recorded after a reminder was sent out in the 
following weeks.  
The self-assessment survey was created using a mixed methods approach to be 
able to converge the quantitative and qualitative data in support of one another. The 




reflective papers to see if they aligned. This chapter will analyze the quantitative data 
from the survey as well as the qualitative data from the reflective papers. 
Demographics 
 The students who participated in the survey were asked three demographic 
questions regarding their gender, current classification in college and race/ethnicity. For 
the demographic question, n=13 which is below the n=15 for most of the survey 
questions. This could be attributed to demographics being at the end of the survey and 
students were fatigued or simply did not want to answer. The table below provides an 
overview of these demographics.  
Table 6  
Demographic Frequency Table 
































African American or Black 
European American or White (non-Hispanic) 
Asian, Asian American or Pacific Islander 
American Indian, Alaskan Native or Native 























This study was interested in demographics, specifically race and gender as an 
independent variable related to competency development. The lack of diversity in the 
participants did not allow for data analysis on race/ethnicity. 
 Quantitative Methods 
 The self-assessment survey contained quantitative questions regarding the 
student’s ATD foundational and expertise competency development, HRD competency 
development and HR skill development. The data from these questions was used to 
answer research questions one through six. In this section, RQ1 through RQ6 will be 
discussed individually utilizing the data analyzed. 
RQ1: In which ATD competency areas do students self-report increased competence 
after consulting with an Indigenous organization in a project-based learning 
experience? 
 The fifth question of the survey (n=15) asked participants to indicate how much 
(if any) their foundational ATD competencies strengthened on a scale of one to four 
(extremely incompetent to extremely competent). A paired samples t-test was run to 
examine competency differences before and after the intervention. The six competencies 
targeted in this question are listed in Table 7 below. Each ATD competency had a 
significance of p < .001, signifying that it is very improbable that these results occurred 
simply by chance. “Technological Literacy” and “Global Diversity Mindset” resulted in 












Mean and standard deviation of ATD competency development before and after 
intervention 
 Before After    
ATD Competency 
(n=15) 
Mean   SD Mean  SD Effect Size df p  
Business Skills 2.46  .74 3.40  .91 1.13 14 .000 
Interpersonal Skills 3.06  .59  3.73  .45 1.27 14 .000 
Global/Diversity 
Mindset 
2.60  .63  3.53 .63 1.47 14 .000 
Personal Skills 3.06  .79  3.86  .35 1.31 14 .000 
Industry 
Knowledge 
2.20  .67  3.13  .74 1.31 14 .000 
Technological 
Literacy 
2.53  .63  3.46  .51 1.62 14 .000 
 
RQ2: In which HR competency areas do students self-report increases after the 
project-based learning experience? 
 Question six (n=15) of the self-assessment survey asked students to indicate 
whether their HRD competencies were increased or not impacted in key areas. All 
respondents increased on the item “Working with a diverse client”. 93% increased on 
item “Time and work organization” while “Strategic thinking”, “communication”, 
“people orientation”, and “ethics and HRD” were respectively 87%. “Analytical 
thinking”, “Use of ICT”, and “Business knowledge” had the highest percentage of no 





Figure 3: HR competency bar graph. This figure shows the respondents’ frequency of 
increased competence in HR competency areas. 
 
Table 8 
 Percentage of student HRD competency development 




Leadership 80% (12) 20% (3) 
Strategic Thinking 87% (13) 13% (2) 
Communication 87% (13) 13% (2) 
Change Management 67% (10) 33% (5) 
Decision-making/Responsibility 80% (12) 20% (3) 
Creativity and Innovation 80% (12) 20% (3) 
Professionalism 73% (11) 27% (4) 
People-orientation 87% (13) 13% (2) 
Results-orientation 93% (14) 7% (1) 
Business Knowledge 60% (9) 40% (6) 
Time and work organization 93% (14) 7% (1) 
Accuracy 80% (12) 20% (3) 




Use of ICT 60% (9) 40% (6) 
Ethics in HRD 87% (13) 13% (2) 
Cultural Competence 80% (12) 20% (3) 
Working with Diverse Clients 100% (15) 0% (0) 
 
RQ3: Is there a statistically significant difference between males and female 
students in regards to their global mindset competency development?  
 An independent sample t-test was run to examine global competency between 
groups. The mean of female competency development after was .37 higher than that of 
the males in the course. The significance level was p > 0.05 signifying that there is no 
significant difference between the two groups. 
Table 9 
 
Mean and standard deviation of male and female global mindset competency 
development 
 Male (n=5) Female (n=7) 
Competency M SD M SD 
Global Diversity Before   2.40  .53  2.42  .54 
Global Diversity After  3.20  .44  3.57  .78 
 
RQ4: Is there an increase in the global diversity competency after the project-based 
learning experience? 
 The mean of global diversity mindset competency development after the project-
based experiences was 3.53 on a scale of four (extremely incompetent to extremely 
competent) with a large effect size, a .93 increase from before the intervention. This 
signifies that there was an increase in this competency area after the project-based 





Mean and standard deviation of Global Diversity Mindset competency development 
Competency Before After Effect Size 
Global/Diversity Mindset M = 2.60, SD = .63 M = 3.53, SD = .63 1.47 
 
RQ5: What percentage of students find project-based learning as beneficial to their 
undergraduate education? 
 Question 14 (n=13) of the survey asked students to indicate, in their opinion, 
whether future courses should require students to engage in project-based work with a 
client. Ninety-two percent of students reported that they believe project-based learning 
should be used in future HRD courses and one participant reported “maybe”. 
 
Figure 4: Pie chart. This figure shows the percentage of respondents who found the 





 Percentage of students who suggest further project-based learning 
Answer Response  % 
Yes 12 92% 
No 0 0% 
Maybe 1 8% 
 
RQ6: In what areas do students report skill development or significant learning 
outcomes as a result of the project-based learning experience? 
 Question 8 of the self-assessment survey asked respondents to indicate their level 
of skill development as a result of working with an authentic client. The 16 skill areas are 
displayed in the Table 12 below along with means and standard deviations for each. The 
students rated their skill development on a scale of 4 (extremely incompetent to 
extremely competent). Overall, all skills were reported as at least “somewhat competent”. 
Items, “develop written presentation skills and have stronger writing skills”, “Utilize 
problem solving skills”, “Cooperate and work in a team”, and “Attend to accuracy and 
carefulness” had a mean of 4 and a standard deviation of .00. Five items had an n of 
either 11, 13, or 14 which can be attributed to misunderstanding of terminology or 
accidental skips. “Be respectful about the diverse needs of clients” had a mean of 3.96 









Mean and standard deviation of HRD skill development  
HRD Skills (n) M  SD 
Apply professional theoretical knowledge (14) 3.55 .81 
Understand ICTs (11) 3.61 .62 
Understand operational management (14) 3.39 .90 
Put theoretical knowledge and techniques into practice 
(15) 
3.58 .49 
Develop written presentations and have stronger 
writing skills (15) 
4.00 .00 
Deliver oral presentations and have strengthened 
speaking skills (15) 
3.98 .06 
Facilitate transfer of knowledge (14) 3.73 .54 
Plan, coordinate and organize activities (15) 3.80 .52 
Utilize problem solving skills (15) 4.00 .00 
Utilize client con tactual skills (13) 3.55 .79 
Cooperate and work in a team (15) 4.00 .00 
Work Independently (15) 3.70 .67 
Take Initiative and use creativity (15) 3.90 .26 
Adapt to changing situations (15) 3.96 .13 
Attend to accuracy and carefulness (15) 4.00 .00 




 Toward the end of the survey, after all quantitative questions were answered, five 
open-ended questions followed. Due to errors with the survey generation tool, only one 
question was displayed to the students. The lack of data in this area did not allow for data 
analysis and was therefore omitted.  
 Separate from the survey, reflective papers were assigned to the participants of 
the Indigenous project-based learning experience. The reflective paper asked that they 
focus on ten main areas: 




• What do you wish you had spent more time on or done differently? 
• What part of the project did you do your best work on? 
• What were some of the key opportunities and challenges of working as 
part of a team? 
• What were your key contributions as a group member? 
• What were some of the opportunities and challenges of working with a 
client?  
• What will you do differently the next time you work with a client? 
• What was the most enjoyable part of this project? 
• What was the least enjoyable part of this project? 
• What advice would you give other students that will complete a similar 
type of client project? 
The reflective papers were analyzed using a priori coding and a combination of 
both inductive and deductive coding. Fifteen of the deductive codes derived from HRD 
competencies and the other three were selected based on emergent coding. The emergent 
codes were “Workforce”, “Real life experience” and “Group/client diversity”. Below in 
Table 13 are the frequencies summarizing how often these codes were evident in the data. 










Code Frequency Table 
Code Frequency 
Leadership 7 
Strategic Thinking 9 
Teamwork  32 
Communication 43 
Change Management  3 
Decision-making & responsibility 8 




Business knowledge 5 
Time & work organization 30 
Accuracy 1 
Analytical thinking 0 
Use of ICT  15 
Group/Client Diversity 14 
Real Life Experience 28 
Workforce Experience 21 
 
RQ7. Do HRD undergraduate students perceive having developed HRD 
competencies after consulting with an Indigenous organization in a project-based 
learning experience?  
 In order to answer this research question, the reflective papers were coded for 
HRD competencies listed in Table 13. Overall, respondents most frequently mentioned 
“Communication”, “Teamwork”, and “Time and work organization” in their reflective 
papers. Participants highlighted these areas in their reflective papers in both a positive 
and negative light. One respondent wrote “Throughout this semester, I have learned many 
important things. Staying on top of deadlines and having open communication were the 




found was how important effective communication really is.” Overall, teamwork was 
highlighted positively with mentions of working well together, learning a lot from one 
another and fostering creativity by “…everyone bringing their unique skills and ideas 
together to create an impressive final product”. Another student wrote, “We all worked 
really well together which in the end helped to the success of all our projects…”   
 “Analytical thinking” “people orientation” and “accuracy” were not evident in 
student’s reflective papers contradicting their quantitative responses. ICT (15) was lower 
than expected being that all students used some form of technology to complete the 
project and work with their remote client.  
RQ8. What are the opportunities and challenges of project-based learning from the 
student perspective?  
 Even though students most frequently reported “Communication”, it was 
discussed as a challenge and an opportunity. Many students mentioned how difficult it 
was to communicate with a remote client, e.g. not in the area. “Another challenge that 
came about in this project was that we were in a different part of the country than our 
client, which created some difficulty in efficient communication.” There were also 
mentions of difficulty communicating in a team with other college students who have 
different personalities, schedules and priorities. Students also had difficulties with new 
technologies they were required to utilize in their projects. While working on their project 
students frequently “ran into several problems with technology and software programs” 
however, from this challenge participants report learning from this experience.  
 To code for opportunities, emergent coding was utilized. “Workforce” and “real 




reported feeling more prepared for the real world or workforce as a result of working 
with an authentic client. A student wrote "… I am confident that this learning experience 
will make me more efficient in the professional world." Respondents also mentioned how 
they feel prepared to work with other “real clients” and feel more competitive for hiring 
in the workforce. Some students said that working in a diverse team was a “key 
opportunity”. The different knowledge, skills and ideas that each individual brought to 
the team aided in their project-based experience. Only a few students revealed in their 
reflective papers that working with a diverse client was a significant opportunity. One 
student wrote, “it was a great opportunity to learn how to work with someone from a 
completely different bubble...” 
RQ9: What key skills were developed or significant learning outcomes (knowledge, 
skills, attitudes) as a result of the project-based learning experience?  
 Communication, ICT understanding, accuracy and working in a team were coded 
as skills as well as competencies. Again, communication and teamwork were the most 
frequently mentioned skills developed. Accuracy was only mentioned by one student in 
their reflective papers. As a result of this project-based learning experience, students 
reported wanting to work in the field of human resource development. Although the 
course is interdisciplinary, approximately seventy-seven percent of students intend to 
work in the field of HRD. This suggests a shift in their attitude toward HRD and 
knowledge about the field.  
Mixed-Methods 
 To utilize the convergent model, RQ10 focused on whether the quantitative data 




development. In this section, I will discuss RQ10 utilizing coding from the reflective 
papers and descriptive statistics from Question 6 of the survey. 
RQ10: Do the quantitative data and qualitative data on skill development converge?  
 Coding used for RQ9 were used to examine whether the reflective papers 
converge with the quantitative data from the self-assessment surveys. Data from the 
quantitative self-assessment survey on skill development only converges on some skill 
areas. Items “Cooperate and work on a team” and “Attend to accuracy and carefulness” 
had a mean of 4.00 and a standard deviation .00. Teamwork does in fact converge with 
the high frequency of communication mentioned in the participant’s reflective papers. 
However, the lack of mentions of accuracy in the reflective papers does not align with the 
student’s reports of their “Attend to accuracy and carefulness” skill development. “Be 
respectful of diverse needs of clients” resulted in a 3.96 mean with a .13 standard 
deviation. Students moderately reflected on their client experience growth. Commonly, 
participants discussed their understanding of how to work with a client, having to 
accommodate their needs and meeting their expectations. A student wrote “One of the 
challenges we had was meeting Laura’s [the client] expectations. There were some 
occasions where Laura was satisfied with what we gave her, but there were also times 
where she didn’t approve…” This aligns with what some other students reported and it 
resulted in them learning how to deal with a client and give them the end results they 
desire. The students also reported in a few different ways that their global mindset 
competencies were stronger but only one student mentioned working with a Native 
American client. “Understanding ICTs” (n=11) had a mean of 3.61 and a standard 




students not understanding the term. ICTs were also not frequently mentioned in their 
reflective papers despite the heavy use of technology in their client projects.  
 In this section, the findings and results of this study were presented. Each research 
question was answered and examined utilizing data from the study. The discussion of the 






















Chapter 5: Discussion and Conclusion 
 For this final chapter, I will discuss the conclusions from this study, limitations, 
implications for future research and the key findings from the quantitative and qualitative 
data. The purpose of this study was to examine whether certain competencies were 
developed as a result of a course embedded project-based learning experience. To gather 
data to answer this question, a self-assessment survey was distributed to undergraduate 
students enrolled in the course and reflective papers were assigned.  
Overview of Key Findings 
 To give an overview of the key findings, it is necessary to revisit the research 
questions of the study: 
RQ1: In which ATD competency areas do students self-report increased competence after 
consulting with an Indigenous organization in a project-based learning experience? 
RQ2: In which HR competency areas do students self-report increase after the project-
based learning experience? 
RQ3: Is there a statistically significant difference between males and female students in 
regards to their global mindset competency development?  
RQ4: Is there an increase in the global diversity competency after the project-based 
learning experience? 
RQ5: What percentage of students find project-based learning as beneficial to their 
undergraduate education? 
RQ6: In what areas do students report skill development or significant learning outcomes 




RQ7. Do HRD undergraduate students perceive having developed HRD competencies 
after consulting with an Indigenous organization in a project-based learning experience?  
RQ8. What are the opportunities and challenges of project-based learning from the 
student perspective?  
RQ9: What key skills were developed or significant learning outcomes as a result of the 
project-based learning experience? 
RQ10: Do the quantitative data and qualitative data on skill development converge? 
 Once the survey and qualitative data were analyzed, overall students appear to 
develop ATD and HRD competencies as a result of the project-based learning 
experience. Students had approximately a 25% increase in their ATD competency 
development after the course with the largest effect in “Technological Literacy” and 
“Global/Diversity Mindset”. The increase in “Global/Diversity Mindset” is an important 
finding because there is a need for global skills and global mindset in the HRD field 
(Barlett, Lawler, Bae, Chen, & Wan, 2002). However, students may over exaggerate 
competency development without having experience in the field. The students’ self-
reports in this area aligns quantitatively, but not in their reflective papers suggesting that 
their competency growth is not practically significant. Kulik and Roberson (2008) 
reported students’ perceiving their diversity skills were higher than they actually were in 
their study of diversity education. They gave the suggestion of journals as a way for 
students to reflect further on their skills however, students in this study did not discuss 
working with a diverse client in their reflective papers but frequently mentioned client 
experience overall. The lack attention to the experience of working with a culturally 




issue or color blind theory. Since this was presented as a client project and not as a 
diversity project, students could have removed “color” from their perception of the 
project. Color blind theory suggests that those who partake in not seeing race often feel 
uncomfortable discussing the matter (Neville, Awad, Flores, & Bluemel, 2013). Color 
blind theory would give lead to why students chose not to discuss working with a diverse 
client and did not elaborate in the open-ended question regarding this topic. Reporting 
cultural competence or global mindset on a scale is much easier than divulging on the 
topic in a reflective journal that is not anonymous. Also, without the student’s receiving 
proper diversity education prior to the experience, they lack the skills to discuss diversity. 
Therefore, they are not only uncomfortable with race/ethnicity but they also simply lack 
knowledge. 
 The participants did not neglect their discussion of how this project-based 
experience enhanced their skills working with a client and prepared them for the real 
world. These four keys areas are where the quantitative and qualitative data converge the 
most. Most of the students highlighted at least once the ways this project-based 
experience gave them a real-world opportunity and ninety-three percent found it to be a 
beneficial experience. Preparing students for the real-world is a key part of higher 
education and this project-based approach appears to have achieved that. Miller-Millesen 
and Mould (2004) reported similar findings after their project-based approach in their 
study. Students learned how to work with others, gained communication skills and real-
life experience. The opportunity for the students to work with an authentic client also 
makes them more competitive for the workplace. Sawyer (2017) stated that working with 




examination. In this client project, students also learned how to receive repeated feedback 
from their client as opposed to their usual ‘turn in an assignment and receive a grade’. 
Kunkel (2002) explored student self-directed learning where participants did not receive 
a grade for any work that is considered unprofessional, instead are required to rewrite 
until it meets quality standards. This learning approach is relevant as it promotes students 
to learn to be responsible and take lead in their own learning as students in this project-
based approach did.  
 Communication was marked by the The Society of Human Resource Management 
as the most important competency in HR (SHRM, 2010). From this project-based 
experience, students mentioned communication most frequently in their reflective papers 
and 87% reported it as an increased HR competency. Along with communication, 
respondents frequently mentioned teamwork. Miller-Millesen and Mould (2004) suggest 
that working in small groups allows for the integration of information with others and 
improved communication skills. This aligns with students’ mentions of idea sharing the 
positive effects of group skill diversity. Overall, in terms of their skill development, this 
project-based experience provided them with tangible client skills.  
Limitations 
 The limitations for this study include self-report bias, response rate, sample size, 
mortality of the survey instrument and lack of validity from an established survey 
instrument.  
The non-convergence on some of the quantitative and qualitative data suggest the 
student’s may have experienced some cognitive dissonance. The qualitative data was not 




there. However, on the survey students can have the mindset of ‘I took this class so I 
should have gained something’. With self-report data there is also a chance of a social 
desirability effect; the effect responding to present a more favorable view of themselves 
(Mortel, 2008). It is most likely to occur with sensitive topics such as diversity. Due to 
this study being a part of a class, it is possible that students responded in a way to make 
their skill and competency development seem more favorable.  
The same sample and response rate in the study also a limitation for its statistical 
power and generalization. The response rate of the survey was 50%. This rate could be 
attributed to the time of survey distribution. Participants were focused on their finals that 
were also occurring at the same time the survey was distributed. The response rate on 
specific open-ended questions in the survey were attributed to technical issues with 
survey tool. The mortality of the survey instrument may be attributable to unclear 
directions, a lack of interest, lack of time or not actually taking the survey. 
Lastly, the survey was piloted for validity in a previous semester, however there 
was no existing survey instrument to replicate for this study. The limitations of the survey 
and data methods have been presented. In the following section the implications for 
competency development and project-based learning will be discussed.  
Implications for Competency Development and Project-based Learning  
 After analyzing the results of the quantitative and qualitative data, overall, 
students self-reported HR competency and skill development from the project-based 
experience. However, their global mindset competency lacked practical significance. This 
suggest that there is a need for more than a client experience for students to fully gain 




(Chrobot-Mason, 2004). This model suggests three specific stages needed for students to 
gain cultural competence: increasing awareness, developing behavioral and coping skills, 
and action planning. Project-based learning can aid in the second stage of this model, 
developing their skills; however, there has to be an understanding of diversity before the 
intervention and further action after Bell et al. (2009) argued for mandatory diversity 
education because students enter the workplace with “inaccurate perceptions about 
diversity” and are consequently not prepared to work in diverse environment (Bell et al., 
2009, p. 597). Project-based learning is a step in the right direction, but coupled with 
diversity education in higher education can fill the gap in what is needed in the HR field 
in preparation for HRD careers. The practical skills that the students did gain from this 
experience have reportedly aided in their workplace preparation. The Society of Human 
Resource Management (SHRM) marks communication as the most important 
competency in HR (SHRM, 2010) and participants successfully improved in this area. 
The skills and competencies that students developed are deemed necessary and are 
supported by Way (2002) who stated that programs should also students to gain 
necessary competencies for the field to be effective HR practitioners. Their positive 
experience working with a real-life client supports Pavlin (2012) work, in that programs 
should develop relationships with authentic clients as a way understand the expectations 
and competencies needed for new graduates. It is pertinent for higher education to 
include competency and skill development for students to be better prepared for the 






Recommendations for Future Study 
 In order to gain a better understanding of how to properly develop culturally 
competent future employees, future studies should be conducted. There are great amounts 
of literature on cultural competence, competency development and project-based 
learning. However, narrowing that literature to focus on two in the field of HRD is little 
to none. As the workplace is becoming more diverse, students have to be prepared to 
work in such environments. For students to gain practical cultural competence, future 
studies should include how to properly teach about diversity in higher education and 
implement that in project-based approaches. The implementation of focus groups and 
interviews in addition to reflective journals and surveys would allow for a more in-depth 
look at student experiences. The additional data collection methods would allow for 
students to expand on their experience with a diverse client and express how well they 
feel project-based learning benefits their education. Now that the recommendations for 
future studies have been discussed, I will conclude this chapter. 
Conclusions 
 The key findings from this survey suggests that students did have a significant 
increase in their ATD and HRD competency and skill development. Their global mindset 
was statistically significant but lacked practical significance for real-world application. 
More research needs to be conducted in order to understand how to properly prepare HR 
students to be effective practitioners and work in diverse environments. The addition of 
diversity education to human resource development undergraduate programs will give 
students the tools they need to become more culturally competent. Future studies should 




With the findings from this study and future recommendations, undergraduate students 
will be better prepared to work in the ever-changing field of HR and encompass needed 
























Appendix A: IRB Application and Approval 
James Madison University 
Human Research Review Request 
 FOR IRB USE ONLY:  
Exempt:  Protocol Number:  1
st Review:       Reviewer:                      
Expedited:  IRB: 17-0545 2
nd Review:       Reviewer:                      
Full 
Board:  
 Received: 04/17/17 3
rd Review:       
 
 
Project Title:  
A Self-Assessment of HRD Competency Development in 
Undergraduate Students: Indigenous Project-Based Learning 
Experience 
Project Dates: From:  11/1/17 To:  5/1/18 
(Not to exceed 1 year 
minus 1 day) 
MM/DD/YY MM/DD/YY    
 
Responsible 
Researcher(s): Kendra Hall & Noorie Brantmeier 
E-mail Address: hallky@jmu.edu , brantmnk@jmu.edu 
Telephone: (540) 568-4530 
Department:  Learning, Technology and Leadership Education 
Address (MSC):  6913 
Please Select:   Faculty  Undergraduate Student 
 Administrator/Staff Member  Graduate Student 
(if Applicable):   
Research 
Advisor: Noorie Brantmeier 
E-mail Address: brantmnk@jmu.edu 
Telephone: (540) 568-4530 
Department:  Learning, Technology and Leadership Education 
Address (MSC): 6913 
 
Minimum # of 
Participants:  30 
Maximum # of 
Participants:  60 
 
Funding:  External Funding:  Yes:  No:  If yes, Sponsor:       
 Internal Funding:  Yes:  No:   If yes, Sponsor:       
 Independently: Yes:  No:    
Incentives: Will monetary incentives be offered? Yes:  No:   
 If yes: How much per recipient?       In what form?       
Must follow JMU 










Use of recombinant DNA and synthetic nucleic acid molecule 
research:   
 Yes    No  
If “Yes,” approval received:   Yes    No   Pending 
IBC Protocol Number(s):       
Biosafety Level(s):       
 
Will research be 
conducted 
outside of the 
United States?  
 Yes    No  
If “Yes,” please complete and submit the International Research 














are involved in 
the proposed 
study include any 
of the following 
special 
populations? 
 Minors    
 Pregnant women (Do not check unless you are specifically 
recruiting) 
 Prisoners    
 Fetuses 












 Diminished capacity/Impaired decision-making ability 
 Economically disadvantaged 
 Other protected or potentially vulnerable population (e.g. 
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 My research does not involve any of these populations 
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Purpose and Objectives 
Please provide a lay summary of the study. Include the purpose, research questions, 
and hypotheses to be evaluated. (Limit to one page) 
 
The proposed study focuses on a senior capstone course in human resource 
development here at James Madison University.  This study employs mixed research 
methods to explore the experiences of senior undergraduate students who consult 
organizations and businesses through a semester long, community engaged project.  
Students in the capstone course consult with businesses, university departments, and non-
profit organizations. Most of the student’s consulting activities involve the development 
of educational/instructional curriculum, marketing materials and website development, or 
human resource development related tasks such as developing job descriptions. Student 
consultants do not have access private organizational or client information, nor have they 
entered into confidentiality agreements. For the purpose of this study, community 
engagement is defined as, “fostering mutually beneficial and reciprocal partnerships, 
ranging from local to global, that connect learning to practice, address critical societal 
problems and improve the quality of life” (Available at 
http://www.jmu.edu/engagement/community-engagement.shtml).   
As a field, human resource development programs value contributing to social 
change and embracing diversity, but there are few required curricula with that explicit 
purpose (Gedro, 2009). The current course seeks to increase understanding of diverse 
client needs through consulting and to strengthen key human resource development 
competencies of students soon entering the profession.  
Currently, little empirical research examines the influence of project-based 
learning in human resource development and the analysis will be focused on 
competencies developed through the course experience. There is also little research that 
exist about the ways a project based experience may strengthens student’s competencies 
as an HRD practitioner. The current project seeks to extend conversations around project 
based learning in HRD, engagement with diverse organizations, and competency 
development of HRD undergraduate students. 
 
Purpose and Research Question 
HRD plays a pivotal role in creating more inclusive organizations. The purpose of 
this research project is to understand the experiences of students who will be learning 
about unique Indigenous community and a non-profit organization for the first time and 
the ways a semester-long engagement may have the potential to strengthen core HRD 
competencies. The research questions are: 
  
Q1.  Do HRD undergraduate students perceive having developed HRD 
competencies after consulting with an Indigenous organization in a project-based 
learning experience?  
 
A mixed methods approach will be used for its ability to provide a complete 
picture of student’s experiences and to identify the competencies strengthened (Creswell, 




be collected in the spring of 2018.  The ethics of this project will be vetted through a 
formal university Institutional Review Board (IRB) process. 
In sum, the field of HRD will benefit from this mixed method research project as 
the findings will contribute to deepened understandings of the ways community 
engagement and project-based work with vulnerable communities identify key HRD 
competencies that have been strengthened to prepare students for HRD practice in a 
diverse, global society.   
 
Procedures/Research Design/Methodology/Timeframe 
Describe your participants. From where and how will potential participants be 
identified (e.g. class list, JMU bulk email request, etc.)? 
Participants in the study will be undergraduate students in two sections of a Spring 2018 
course entitled the Development of Materials and Programs. All students enrolled in this 
course are between the ages of 18-25 years old.  The PI will obtain student’s consent to 
participate in the study and relay that study participation is not required and has no 
bearing on course grades. The PI will explain the anonymity of survey responses and the 
confidentiality of their written reflections.   
  
How will subjects be recruited once they are identified (e.g., mail, phone, classroom 
presentation)? Include copies of recruitment letters, flyers, or advertisements. 
 
The potential participants will be recruited in the form of a brief classroom presentation 
about the purpose of the research study and the opportunity to participate.  Consent letters 
will be discussed and students will be able to review the consent letters and the study’s 
requirements at the beginning of the research study. The participants will review the 
consent letter during the given 15 minutes and using by code ID (ex. 001) they will sign 
the paper and the third party will collect the signed papers and collect signed consent 
forms and keep them in a locked file cabinet. Again, the process will assure the student 
that the participation in this study or lack thereof has no impact in their grade or their 
relationship with the professor.   
 
 
Describe the design and methodology, including all statistics, IN DETAIL.  What 
exactly will be done to the subjects? If applicable, please describe what will happen 
if a subject declines to be audio or video-taped.   
 
This research project will involve a mixed method design which is the best fit to address 
the research questions. Emergent grounded theory methods and thematic analysis 
techniques will be used with the data collected. Research protocols will include a survey 
(Appendix B). All data will be stored in the password protected Canvas LMS or the 
researcher’s password protected computer. Students who choose not to participate in the 
research study will still participate in course activities, but their data will not be used in 
this study. In this case, documented (signed) consent forms will be collected from 




signed consent forms and keep them in a locked file cabinet until after the class grades 
have been submitted. Since the names will be coded ID, the professor/researcher could 
access the consent forms by ID code (e.g. 001) and analyze how many students gave 
permission to use their data in the study. Again, the process will assure the student that 
the participation in this study or lack thereof has no impact in their grade or their 
relationship with the professor.  
 
Emphasize possible risks and protection of subjects.  
  
The investigator does not perceive more than minimal risks from the participants' 
involvement in this study (that is, no risks beyond the risks associated with everyday 
life). The information will be secured and stored in an encrypted and password protected 
computer file that only the investigator of this study will have access to. The qualitative 
data collected through open-ended survey questions will be kept confidential.  
 
 
What are the potential benefits to participation and the research as a whole? 
Potential benefits from the study as whole, is greater understandings of student’s learning 
process and experience. This data may help demonstrate the ways project base 
engagement with cultural diverse groups helps develop key human resource development 
professional competencies. There are no direct benefits to participants.  
 
Where will research be conducted? (Be specific; if research is being conducted off of JMU’s 
campus a site letter of permission will be needed)  
 
The research will be conducted at James Madison University.  
 
 
Will deception be used? If yes, provide the rationale for the deception. Also, please 
provide an explanation of how you plan to debrief the subjects regarding the 




What is the time frame of the study? (List the dates you plan on collecting data. This 
cannot be more than a year, and you cannot start conducting research until you get 
IRB approval) 
 
Pending IRB approval, the anticipated time frame of the study is November 1, 2017 to 
May 1, 2018.  
 





Time Method of Data Collection 
1st Week of November 
2017 (or upon IRB 
approval) 
Invitation to participate in the study offered to 
students. Consents will be signed for students who 
agree to participate (Appendix A). 
4th Week of November 
2017 
Students who have given consent will the HRD 
competency survey (Appendix B) 





How will data be analyzed?  
 
This research project will involve a mixed methods design.  The quantitative data will use 
basic descriptive statistics and inferential statistics such as t-tests to explore significance.  
The qualitative design will use emergent grounded theory methods and thematic analysis 
techniques will be used with the data collected. All qualitative data will be stored in the 
Canvas LMS or the researcher’s password protected computer.  The analysis of the 
qualitative data (open-ended survey data) will include a process of data reduction to 
include constructing codes and themes using NVivo, a qualitative analysis software tool.  
The qualitative information published as part of the proposed research project will be de-
identified and will not contain individual response data that would identify a student or 
client.  Client organizations will be given a pseudonym to protect confidentiality and 
ensure that student’s feedback will not be linked to individual clients. The client’s 
industry will be will referenced, but not specific client organizations/businesses. To 
address the key research questions, which are focused on competency development, the 
analysis will focus there. As the researcher, I will not publish private data about internal 
business activities or student’s potential negative views of their client interactions. Within 
5 years of the study’s completion, all data will be destroyed. 
 
How will you capture or create data? Physical (ex: paper or tape recording)? 
Electronic (ex: computer, mobile device, digital recording)? 
 
All data captured will be survey data stored in Canvas or written reflections housed in 
Canvas. There will be no audio or digital recordings. 
 
 
Do you anticipate transferring your data from a physical/analog format to a digital 
format? If so, how? (e.g. paper that is scanned, data inputted into the computer 








How and where will data be secured/stored? (e.g. a single computer or laptop; 
across multiple computers; or computing devices of JMU faculty, staff or students; 
across multiple computers both at JMU and outside of JMU?)  If subjects are being 
audio and/or video-taped, file encryption is highly recommended. If signed consent 
forms will be obtained, please describe how these forms will be stored separately 
and securely from study data. 
 
The data collected will be stored securely. Data will be stored on the researcher’s laptop 
and office computers that are all secured with passwords. Any written notes will be 
stored under lock and key in the researchers’ offices. Only the researcher will have access 
to the raw data. Identifiable information will not be made public. Pseudonyms will be 
assigned to participant names to ensure confidentiality. The reflection narratives will be 
stored on a personal laptop computer that is password protected, with any research related 
documents being password protected as well. The identity of the subjects will remain 
confidential and pseudonyms will be assigned to all participants. The consent forms and 
codebook of pseudonyms will be kept and stored separately from the data in a locked 
filing cabinet. These documents may be kept on a portable hard drive, which will also be 
password protected.  The researchers will be the only individuals who will have access to 
this data, which will remain within a password-protected electronic file once the research 
has been completed. Within 5 years of the study’s completion, all data will be destroyed. 
 
Who will have access to data? (e.g. just me; me and other JMU researchers (faculty, 
staff, or students); or me and other non-JMU researchers?) 
 
Only the researchers listed in this research project will have access to the data. Reports to 
the university administration and support staff will be presented in aggregate form.  
 





Will you keep data after the project ends? (i.e. yes, all data; yes, but only de-
identified data; or no) If data is being destroyed, when will it be destroyed, and 
how? Who will destroy the data? 
 
Within 5 years of the study’s completion, all data will be deleted from the researcher’s 




Who is the audience to be reached in the report of the study? 
  
The audience to be researched for this study is the larger scholarly community, the JMU 






How will you present the results of the research? (If submitting as exempt, research 
cannot be published or publicly presented outside of the classroom. Also, the 
researcher cannot collect any identifiable information from the subjects to qualify as 
exempt.) 
  
The results of this research will be presented to the scholarly community through 
professional presentations and peer reviewed publications. 
 
How will feedback be provided to subjects? 
  
If the participants have questions or concerns during the time of their participation in this 
study or after its completion, or would like to receive a copy of the final aggregate results 
of this study, I will provide them with my contact information. Participants will also be 
notified of related presentations and publications. 
 
Experience of the Researcher (and advisor, if student): 
Please provide a paragraph describing the prior relevant experience of the 
researcher, advisor (if applicable), and/or consultants. If you are a student 
researcher, please state if this is your first study.  Also, please confirm that your 
research advisor will be guiding you through this study.  
 
I (Kendra Hall) am currently studying in the M.S.Ed Adult Education and Human 
Resource Development program at James Madison University. I assisted Noorie 
Brantmeier with her research last year as that was my only previous research experience. 
As my research advisor, she will also be guiding me through this current study. I have 
taken several research courses, PSYC 210/211, AHRD 630, AHRD 600 and AHRD 700. 
 
Noorie Brantmeier holds a Ph.D. in Adult Education and Human Resource Studies with a 
specialization in research methods from Colorado State University.  She has a master’s 
degree in social work from Washington University in St. Louis where she conducted 
research on social and economic development in Native American communities. She has 
been a principal investigator, co-principal investigator, and/or research coordinator on 
studies related to the measurement of student attitudes regarding diversity in higher 
education, youth civic engagement, and adolescent attitudes toward violence. She holds 
the rank of Graduate Faculty at JMU and teach research methods courses at both the 
master’s and doctoral levels. 
 
Past and current research methods courses taught include:  
PSY 840: Qualitative and Mixed Research Methods 
AHRD/EDUC 630: Research Methods & Inquiry 
AHRD 600: Needs Assessment 














Appendix B: Survey Consent 
Consent to Participate in Research Identification of Investigators & Purpose of 
Study    You are being asked to participate in a research study conducted by Kendra Hall 
and Dr. Noorie Brantmeier from James Madison University.  The purpose of this study is 
to examine the experiences of students taking a senior capstone in human resource 
development.  
 
Research Procedures Should you decide to participate in this research study, you will be 
asked to sign this consent form once all your questions have been answered to your 
satisfaction.  This study consists of a survey that will be administered online and analysis 
of reflective writing prompts that will be administered to individual participants on 
campus.  You will be asked to provide answers to a series of questions related to your 
courses experiences.  
 
Time Required Participation in this study will require approximately 15 minutes of your 
time.  
 
 Risks  
 The investigator does not perceive more than minimal risks from your involvement in 
this study (that is, no risks beyond the risks associated with everyday life).  Benefits  
Potential benefits from participation in this study include helping to inform the field of 
human resource development as a whole though there are no direct benefits to the 
participant. 
 
 Confidentiality   The results of this research will be presented at academic 
conference.  The results of this project will be coded in such a way that the respondent’s 
identity will not be attached to the final form of this study.  The researcher retains the 
right to use and publish non-identifiable data.  While individual responses are 
confidential, aggregate data will be presented representing averages or generalizations 
about the responses as a whole.  All data will be stored in a secure location accessible 
only to the researcher.  Upon completion of the study, all information that matches up 
individual respondents with their answers to include audio recordings and transcripts will 
be destroyed. The participation in this study is not required and has no bearing on course 
grades. The proposed research study will use a code to keep your responses anonymous. 
The participants will get a unique study ID for their data document and ask you to use the 
ID on your data document (e.g., 001). To guarantee confidentiality, it is crucial 
requirement that the participants cannot talk about the focus group discussion outside of 
class with students or friends who are not in the class.  
 
 Participation & Withdrawal   Your participation is entirely voluntary.  You are free to 
choose not to participate.  Should you choose to participate, you can withdraw at any 
time without consequences of any kind. 
 
Questions about the Study  If you have questions or concerns during the time of your 




the final aggregate results of this study, please contact:   
Kendra Hall or  Dr. Noorie Brantmeier, Learning Technology and Leadership Education  
James Madison University 
hallky@jmu.edu or brantmnk@jmu.edu 
 
Questions about Your Rights as a Research Subject  Dr. David Cockley   Chair, 
Institutional Review Board  James Madison University  (540) 568-2834  
cocklede@jmu.edu 
 
Giving of Consent  I have read this consent form and I understand what is being 
requested of me as a participant in this study.  I freely consent to participate.  I have been 
given satisfactory answers to my questions.  The investigator provided me with a copy of 





































Appendix C: Survey Instrument 
 
Welcome to HRD Student Competency Self Assessment.  The purpose of this self 
assessment is to better understand the competencies strengthened through your project-
based consulting experience with an authentic client this semester.  The competencies 
below are based on the the Association for Talent Development (TD).   
 
Q3 Select the semester you took the course HRD 485: Development of Materials and 
Programs 
o Spring 2017   




Q4 Please select your course section: 
o 9:30am   




Q5 Below you will find a list of foundational HRD competencies.  Please indicate the 
competencies that have been strengthened as a result of working on your client project 
and a short example. 
 Knowledge BEFORE Knowledge AFTER 
 
Answ
er 1  
Answ
er 2  
Answ
er 3  
Answ
er 4  
Answ
er 1  
Answ
er 2  
Answ
er 3  
Answ
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diversity).   























and use them 
effectively)  





Q6 Below you will find a list of key HRD competencies.  Please indicate the 
competencies that have either been strengthened or not impacted as a result of working 
on your client project. 
 
Indicate the areas where 
your client project 
experience has helped you 
feel more competent as a 
future HRD professional. 
Indicate the areas where 
your client project has not 
had an impact on your 
competence as a future 
HRD professional. 




Leadership  o  o  
Strategic thinking  o  o  
Communication  o  o  
Change management  o  o  
Decision-making and 
responsibility  o  o  
Creativity and innovation  o  o  
Professionalism  o  o  
People-orientation   o  o  
Results-orientation  o  o  
Business knowledge  o  o  
Time and work 
organization  o  o  
Accuracy   o  o  
Analytical thinking  o  o  
Use of ICT  o  o  
Ethics in HRD  o  o  




Working with diverse 
clients  o  o  
 
 
Q7 Please indicate your level of competence in the following areas.  An outcome of 























gaps and for 
closing them.  









methods.   





solutions in a 
manner that is 
both engaging 
and effective.  








needs.   










solutions.   




























to set goals, 
take action, 
and maximize 
strengths.   























desired state.   





Q8 Please indicate your level of skill development in the following areas. An outcome of 
working with an authentic client this semester, is that I feel more competent and better 















Apply professional theoretical 
knowledge   
Understand ICTs  
 
Understand operational management  
 
Put theoretical knowledge and 
techniques into practice.   
Develop written presentations and have 
stronger writing skills   
Deliver oral presentations and have 
strengthened speaking skills   
Facilitate transfer of knowledge  
 
Plan, coordinate and organize activities  
 
Utilize problem solving skills  
 
Utilize client con tactual skills  
 
Cooperate and work in a team  
 
Work Independently  
 
Take Initiative and use creativity  
 
Adapt to changing situations  
 
Attend to accuracy and carefulness 
 
Be respectful about the diverse needs 









Q9 This semester you worked with a authentic client and organization/business.  What 













Q12 What about the client project experience makes it unique as a learning 









Q14 In your opinion, should future HRD 485 classes engage in project-based work with a 
client? 
o Yes   
o No   







Q15 Do you plan to work in the field of human resource development after graduation? 
o Definitely yes   
o Probably yes   
o Probably not   
o Definitely not   
 
 
Q16 I am: 
o Male   
o Female   
o Transgender   




Q17 What is your current classification in college? 
o Freshman   
o Sophomore   
o Junior   







Q18 Please check any of the following boxes that best represent your race/ethnicity? 
o African American or Black  
o European American or White (non-Hispanic)  
o Asian, Asian American or Pacific Islander  
o American Indian, Alaskan Native or Native   
o Hispanic or Latino  
o Multiracial   




Q19 Do you have any comments or thoughts not represented in the survey that you would 

















Appendix D: Figures 
Figure 1. Conceptual framework. This figure illustrates the conceptual framework that is 



















Figure 3: HR competency bar graph. This figure shows the respondents’ frequency of 







Figure 4: Pie chart. This figure shows the percentage of respondents who found the 















Appendix E: Tables 
Table 1 
Key Terms and Definitions 
 
Key Term Definition 
Association for Talent Development 
(ATD) Competency Model: 
“The model offers a comprehensive set of 
knowledge, skills, and abilities, and other 
attributes necessary for success in HRD 
an is rooted in six foundational 
competencies: Business, Skills, Global 
Mindset, Industry Knowledge, 
Interpersonal Skills, Personal Skills and 
Technology Literacy” (Association for 
Talent Development, 2016). 
Competency: “A cluster of related knowledge, skills 
and abilities (KSA), and behavior patterns 
that affect a major part of one’s job, that 
correlate with performance on the job, 
that can be measured against well-
accepted standards, that can be improved 
via training and development, and that 
incumbent needs to bring to a position in 
order to perform its tasks and functions 
with competence” ( Lee, 2009, p.109). 
Diversity: “Differences among people that are likely 
to affect their acceptance, work 
performance, satisfaction, or progress in 
an organization (Hite & McDonald, 2010, 
p. 284). 
 
Diversity Education: “Formal efforts to enable development of 
awareness, knowledge, and skills to 
effectively work with, work for, and 
manage diverse others in various 
contexts” (Bell, Connerly, Cocchiara, 
2009, p.598) 
Global/Diversity Mindset: “Ability to accommodate cultural 
differences, convey respect for different 
perspectives, expand own awareness, 
adapt behavior to accommodate others, 




contributions” (Association for Talent 
Development, 2016). 
Human Resource Development: “The integrated use of training and 
development, organization development, 
and career development to improve 
individual, group, and organizational 
effectiveness” (McLagan, 1989, p.55). 
Inclusion:  “Holistic effort to value differences and 
similarities among people among various 
groups, including within the company and 
among partners” (Gaudet, Brown and 
Lunsford, 2017, p. 133) 
Project-based Learning: “An instructional model that is based in 
the constructivist approach to learning, 
which entails the construction of 
knowledge with multiple perspectives, 
within a social activity, and allows for 
self-awareness of learning and knowing 
while being context dependent (Tamim & 




Survey Instrument Examples  
Demographic Questions Q18. Please check any of the following boxes that best 
represent your race/ethnicity. 
 
ATD Competencies  
(Quantitative 
Questions) 
Q5. Below you will find a list of foundational HRD 
competencies. Please indicate the competencies that have 
been strengthened as a result of working on your client 
project. 
 
Q6. Below you will find a list of key HRD competencies. 
Please indicate the competencies that have either been 
strengthened or not impacted as a result of working on your 
client project. 
 
Qualitative Questions Q10. What did you learn about working with clients from 
diverse backgrounds? 






Phases and timeline of study. 
Phases Dates 
Phase I:  
Participants begin project with clients 
September 2017 
Phase II: 
Distribute retrospective post-test 
survey to study participants 






Research Question, Statistic, and Effect 
Quantitative Research Questions Statistic Effect Size 
RQ1: In which ATD competency areas do 
students self-report increased competence 
after consulting with an Indigenous 
organization in a project-based learning 
experience? 
 
paired samples t-test d 
RQ2: In which HR competency areas so 
students self-report increase after the project-
based learning experience. 
descriptive statistics  
RQ3: Is there a statistically significant 
difference between males and female students 






RQ4: Is there an increase in the global 
diversity competency after the project-based 
learning experience? 
 
paired samples t-test d 
RQ5: What percentage of students find project-
based learning as beneficial to their 
undergraduate education? 
descriptive stats  
RQ6: In what areas do students report skill 
development or significant learning outcomes 
as a result of the project-based learning 
experience? 
 







Steps of Data Analysis 
Steps of Data Analysis 
 
1. Review demographic information from self-assessment. 
2. Review and analyze descriptive statistics from self-assessment survey. 
3. Review and analyze open-ended survey questions and reflective papers. 
4. Utilize t-test to test independent variable against dependent variable 
5. Compare survey results to the open-ended questions. 
 
Table 6  
Demographic Frequency Table 
































African American or Black 
European American or White (non-Hispanic) 
Asian, Asian American or Pacific Islander 
American Indian, Alaskan Native or Native 





























Mean and standard deviation of ATD competency development before and after 
intervention 
 Before After    
ATD Competency 
(n=15) 
Mean   SD Mean  SD Effect Size df p  
Business Skills 2.46  .74 3.40  .91 1.13 14 .000 
Interpersonal Skills 3.06  .59  3.73  .45 1.27 14 .000 
Global/Diversity 
Mindset 
2.60  .63  3.53 .63 1.47 14 .000 
Personal Skills 3.06  .79  3.86  .35 1.31 14 .000 
Industry 
Knowledge 
2.20  .67  3.13  .74 1.31 14 .000 
Technological 
Literacy 


















 Percentage of student HRD competency development 




Leadership 80% (12) 20% (3) 
Strategic Thinking 87% (13) 13% (2) 
Communication 87% (13) 13% (2) 
Change Management 67% (10) 33% (5) 
Decision-making/Responsibility 80% (12) 20% (3) 
Creativity and Innovation 80% (12) 20% (3) 
Professionalism 73% (11) 27% (4) 
People-orientation 87% (13) 13% (2) 
Results-orientation 93% (14) 7% (1) 
Business Knowledge 60% (9) 40% (6) 
Time and work organization 93% (14) 7% (1) 
Accuracy 80% (12) 20% (3) 
Analytical Thinking 60% (9) 40% (6) 
Use of ICT 60% (9) 40% (6) 
Ethics in HRD 87% (13) 13% (2) 
Cultural Competence 80% (12) 20% (3) 




Mean and standard deviation of male and female global mindset competency 
development 
 Male (n=5) Female (n=7) 
Competency M SD M SD 
Global Diversity Before   2.40  .53  2.42  .54 









Mean and standard deviation of Global Diversity Mindset competency development 
Competency Before After Effect Size 
Global/Diversity Mindset M = 2.60, SD = .63 M = 3.53, SD = .63 1.47 
 
Table 11 
 Percentage of students who suggest further project-based learning 
Answer Response  % 
Yes 12 92% 
No 0 0% 


















Mean and standard deviation of HRD skill development  
HRD Skills (n) M  SD 
Apply professional theoretical knowledge (14) 3.55 .81 
Understand ICTs (11) 3.61 .62 
Understand operational management (14) 3.39 .90 
Put theoretical knowledge and techniques into practice 
(15) 
3.58 .49 
Develop written presentations and have stronger 
writing skills (15) 
4.00 .00 
Deliver oral presentations and have strengthened 
speaking skills (15) 
3.98 .06 
Facilitate transfer of knowledge (14) 3.73 .54 
Plan, coordinate and organize activities (15) 3.80 .52 
Utilize problem solving skills (15) 4.00 .00 
Utilize client con tactual skills (13) 3.55 .79 
Cooperate and work in a team (15) 4.00 .00 
Work Independently (15) 3.70 .67 
Take Initiative and use creativity (15) 3.90 .26 
Adapt to changing situations (15) 3.96 .13 
Attend to accuracy and carefulness (15) 4.00 .00 
















Code Frequency Table 
Code Frequency 
Leadership 7 
Strategic Thinking 9 
Teamwork  32 
Communication 43 
Change Management  3 
Decision-making & responsibility 8 




Business knowledge 5 
Time & work organization 30 
Accuracy 1 
Analytical thinking 0 
Use of ICT  15 
Group/Client Diversity 14 
Real Life Experience 28 
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